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INTRODUCTION 
The induction of new teachers has been of concern to many 
educators. This concern is manifested even more in times of • 
teacher shortage. The induction process, which assists begin­
ning teachers as well as experienced teachers who are new to a 
system to adjust to new work or to a new environment, has 
widespread consequences for students, administrators, fellow 
teachers and for the inductee. 
There have been many innovations in teacher education, but 
beginning teachers are still not prepared to carry out full 
teaching assignments as are experienced teachers. Virtually 
every school administrator is faced each year with the chal­
lenge of helping the new teacher "find himself" in a success­
ful teaching experience. 
Wey (93, p. 37) in a study undertaken to improve teacher 
training stated: 
The next step is to work out better programs of 
orientation, induction and supervision for teachers 
during their first year of teaching. This is a 
problem that secondary administrators will have to 
solve. There is no doubt that teachers must be 
given more consideration and help during their first 
year of teaching. ...They must be assisted in order 
to prevent some of them from failing and some from 
becoming discouraged and leaving the profession. 
Need for the Study 
The stakes are higher in induction programs than most 
administrators realize. The absence of a genuinely helpful 
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orientation program, to assist beginning teachers to adjust to 
new work or to a strange environment is a primary cause of 
much of the low morale and dissatisfaction among teachers (12). 
The NEA report on the teacher supply and demand in public 
schools for 1966 (61, p. 7) suggests that; 
(1) The turnover rate of teachers employed for 
1965-1966 has increased; (2) the re-entry rate of 
formerly qualified teachers is reduced; (3) the 
number of new teaching positions related to enroll­
ment has increased; (4) enrollment growth is greater 
than predicted.... 
The annual report of teaching vacancies conducted by the 
Iowa State Education Association (4l, p. 1) which reports the 
number of teaching vacancies in Iowa one week before school 
opens shows increases in the number of vacancies from 124 in 
1963 to 231 in 1967. The only deviation from this steady in­
crease came in 1966 when the number of vacancies jumped dra­
matically to 450 vacancies. 
From the above facts, it can be readily ascertained that 
virtually every school administrator is faced each year with 
the problem of helping new teachers adjust to new work or en­
vironment situations. To help prevent the ever increasing 
number of vacancies in Iowa schools and to help keep the good 
teachers now teaching, induction can play a major role. With­
out a helpful induction program, Carey (12) states that the 
school can lose two ways: • (1) by discouraged teachers actually 
dropping out of the profession and (2) by receiving only . 
mediocre achievement from teachers whose early interest and 
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enthusiasm are eliminated because of the failure to provide 
the necessary means that could draw out their best achievement. 
In speaking of the need for induction programs, Douglass 
(19, p. 125) made the following observation, "Some educators 
•feel that only one out of three teachers enters a system which 
has an acceptable program of orientation," 
Moroney (58, p. 360) exemplified the plight of the new 
teacher and the schools quite accurately for many situations; 
All too often the bewildered novice teacherj 
fresh out of college, is tossed his schedule of 
classes and activities, weighed down with unexplained 
syllabi, handbooks and sheets of directions and regu­
lations, and then ushered into his classroom and into 
his career to prove his proficiency—to prove to his 
students, fellow faculty members, administration, 
parents and school boards whether he will sink or 
swim. Failure to provide sympathetic understanding 
and assistance is to take a real chance at losing a 
potentially great teacher and these gems are too rare 
to risk losing in any school. 
Wynn and DeRemer (95) found by reviewing research that 
most teachers who leave the profession do so within two to five 
years. Carey (12) states that very often it is the teacher's 
first year experience in a school system that determines his 
attitude toward his work and the extent of his participation 
in teaching as a profession. 
We can no longer afford the serious drop-out rate with 
teachers that we have experienced in the past. Teachers leave 
the profession for such reasons as marriage, moving to be with 
a spouse, or industry's being more attractive to them (4l). 
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Part of the reason for their leaving may properly be attributed 
to poor induction procedures. 
Swartz (82, p. 11) sums up the need for induction programs 
thus: 
No group worthy of professional status would 
consider inducting a neophyte practitioner into a 
major and complex assignment without significant 
assistance. Imagine, if you can, a Very recent grad­
uate of a medical school performing heart surgery 
without full recourse to a full staff of professional 
colleagues. ...Imagine, if you can, a 19d7 law 
school graduate arguing a major case before the 
Supreme Court of the United States. Imagination, 
however, is not reality and only in exceptional cases 
does the newcomer in professional occupations assume 
the role of expert. Unfortunately, in the profession­
al occupation of teaching we thrust the inductee into 
the mainstream of educational complexity and we then 
virtually ignore the trauma which occurs. 
While most schools make an effort at personnel 
orientation, the total impact still leaves much to 
be desired. 
Thus administrators, boards of education, citizens' 
groups, teachers and others who have an interest in better 
education for our youth need to be constantly made aware of 
procedures and practices that make for better schools and 
better education. 
Definitions of Terms 
So that a clear concept of the topic under discussion may 
be obtained, the following definitions are given: 
Induction or orientation 
In this study, "induction" and "orientation" will be used 
synonymously. The definition for induction as used by Eye and 
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Lane (25j p. 68) will be used in this study: 
In all areas of activity and experience the 
process of assisting newcomers to adjust to new work 
or to a new environment is called induction. In­
duction, then, constitutes those activities, experi­
ences, and efforts designed assist newcomers to a 
satisfactory adaptation to new work and to a new 
situation. 
Induction involves more than plans for making new personnel 
feel at ease in a new environment. The induction process, In 
Its broadest sense, Is an extension of the recruitment and 
selection programs in which administrative efforts are designed 
to match the man and position, to enable the man to achieve 
position satisfaction, and to utilize fully the satisfactions 
and the competencies of the man in attaining the goals of the 
educational program. 
Inductee 
Any new or beginning teacher going through the induction 
program will be called an inductee. 
Beginning teacher 
Any teacher entering the teaching profession for the 
first time will be called a beginning teacher. 
New teacher 
Any teacher entering a new school system for the first 
time will be called a new teacher. A new teacher may be a 
beginning teacher or an experienced teacher. 
Preschool 
For the purposes of this study, preschool is defined as 
that period of time preceding the official opening day of 
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school for students. 
Purpose of the Study 
As Elsbree (24, p. Ill) states, "The ultimate purpose of 
any study of induction procedures is to promote a higher quality 
of instruction." The underlying purpose of this study was to 
further contribute to a better understanding of the role that 
the induction of teachers plays in providing a better education 
for the children in our school systems. In the final analysis, 
the teacher plays an important role in determining the quality 
of an education program at the local level. 
The Problem 
The initial problem of this study was to identify the in­
duction problems of the most importance to recent graduates of 
Iowa State University now teaching in Iowa and to students in 
Education 426 classes at Iowa State University. A secondary 
aspect of this study was to compare these induction problems 
of these two groups with selected variables pertaining to them. 
The specific problems of this study were; 
1. To identify the induction problems or practices 
deemed most important by seniors in Education 426 at 
Iowa State University and by graduates of Iowa State 
University who entered the teaching profession in 
Iowa during I967, 
2. To ascertain if any differences exist within the 
group of seniors and within the group of new teachers. 
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in what they feel are the most important induction 
problems or practices when compared by grade point 
averages. 
3. To compare the induction problems or practices deemed 
to be most important by new teachers and the induction 
practices actually experienced by new teachers during 
their first year of teaching experience. 
4. To compare any differences between what college 
seniors deem to be the most Important induction 
problems or practices with what new teachers deem to 
be the most important induction problems or practices. 
5. To determine if significant differences exist among 
beginning teachers in their perception of what should 
be considered as important induction practices when 
classified by school district enrollment. 
6. To relate the findings of this study to the findings 
of similar studies that have been done. 
7. To furnish guidelines for the establishment of an 
effective induction program for new teachers that 
would be applicable to all schools. 
Delimitations 
The scope of this study was confined to a study of the 
graduates of Iowa State University who entered the teaching 
profession in Iowa during the 1967-I968 school year and to 
college seniors enrolled in Education 426 at Iowa State 
8 
University during the I967-1968 school year. There were II6 
individuals used from the 196? graduates now teaching in Iowa 
and 111 individuals used from the Education 426 classes for 
this study. It was assumed that these beginning teachers could 
adequately assess what induction procedures were carried on in 
their school district. Thus, administrators of the various 
school districts were not polled as to the induction procedures 
they used in their school district. It was also assumed, for 
the purposes of this study, that the new teachers were In the 
best position to judge whether the various induction procedures 
had made any difference in their teaching effectiveness. 
Organization of the Study 
The material presented in this study has been divided into 
five chapters. The first chapter includes an introduction to 
the background and the setting for the induction process 
today, the need for the study, a listing of key terms and 
definitions, the general and specific purpose of the study, the 
delimitations and the scope of the study. The second chapter 
contains a summarization and the analysis of related litera­
ture and research. The methodology and design for the study 
are discussed in the third chapter. The fourth chapter includes 
a presentation and discussion of the data collected. The 
fifth, and final chapter of the study, presents a summary of 
the findings, conclusions and recommendations for further 
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study, and the guidelines for establishing an effective 
induction program that is appropriable to all schools. 
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REVIEW OP THE LITERATURE 
Introduction 
Many articles have been written and many studies have 
been made on teacher induction or orientation during the past 
25 years. It was generally found that the emphasis has been 
on the practices of a particular school district. In practi­
cally no cases were the new teachers asked what they wanted 
for their induction program nor were the new teaohtrs asked to 
evaluate the induction program during the program and/or after 
completing it. 
Generally, the criteria of excellence seemed to be con­
cerned with how often the particular item had been used by 
various schools rather than how effective it has been in 
creating a better teacher or improving instruction. 
The literature reviewed for this study has been grouped 
into four categories: (l) Prior to 1940; (2) The decade of 
the 1940*8; Oi"The decade of the 1950's; and (4) The present 
decade of the 1960*s. The main emphasis is on the period of 
the sixties since this is most relevant to the present. The 
time periods prior to the 1960's will be only briefly summar­
ized in order to show the evolving nature of teacher induction 
over a period of time. 
Induction Prior to 1940 
Prom the time shortly after the Civil War until just 
before World War II, most of the school administrator's concern 
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about teachers was focused, upon Improvement of the teacher's 
skill and knowledge. Most of the teachers were ill-trained, 
quite young'and only temporary, at best, in their positions. 
Richey (70, p. 38) stated the situation quite concisely when 
he wrote; 
Although the cultural level of teachers im­
proved gradually after the Civil War and the status 
of teachers came in many areas to reflect this move­
ment, more than a generation was to pass in the 
North as well as in the South before the situation 
Game to be, especially in the cities, in marisfd. eon= 
trast to that of prewar days. 
The most obvious defects of teachers prior to the twen­
tieth century were inadequate command of subject matter to be 
taught and lack of professional skill. Richey (70) explains 
that in order to meet these shortcomings, teachers' institutes 
were formed. One of the functions of these institutes was to 
take into account the needs of the inexperienced teachers. 
It is in these teachers' institutes that the first formal pro­
gram of induction is found. Even then, the program of induction 
is incidental to the main purpose of upgrading teacher compe­
tencies. Too often today, the induction program is still in­
cidental to other needs. 
By 1940, the qualifications of teachers had improved 
markedly. Only 4 percent of the urban classroom teachers and 
l6 percent of the rural teachers of the nation had less than 
two years of college preparation (70). Another evidence of 
increasing professionalism was the growing stability of the 
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teaching staff. The better-trained teachers were teaching for 
longer periods of time. This increased amount of training and 
the increased stability of these teachers enabled administra­
tors to turn to other needs of teachers. One of these other 
needs was that of teacher induction, It no longer became 
standard operating procedure to hire teachers, place them in 
the classroom, then stand back to observe whether or not the 
teacher met the challenge of teaching (??), 
The Decade of the 19^0•s 
During World War II, little was done in the way of teacher 
induction. At best, teacher induction was limited mainly to 
pre-school conferences. Norrix (63, p. 18) stated, "The pre­
school conference provides effectively for the orientation of 
new teachers to their new teaching assignments, their schools 
and their communities." Not much emphasis was placed on 
teacher induction beyond the pre-school conference. 
Symonds (83, p. 3) discovered the following to be the 
most important problems, listed in descending order, of 
teachers in 1941: 
1. Family relationship 
2. Love life 
3. Peeling of inadequacy and inferiority 
4. Health 
5. Difficulties with teaching 
6. Financial problems 
7. Difficulty in making social contacts 
8. Difficulty with superior officers 
9. Problems related to position 
10. Aggressive tendencies 
11. Difficulties with colleagues. 
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In 19^1, most schools would not hire married women as teachers. 
This may account for the fact that love life ranked number two 
in the list of problems at this time. ^Today, restrictions on 
hiring married women have largely disappeared and it is doubt­
ful that love life would rank- as a problem at all. 
In 1943, Tate (85, p. 157) related the following in regard 
to new secondary teachers problems: 
The majority of secondary teachers new to a school 
find difficulty in making satisfactory adjustmsnt 
to the pupils, the philosophy and objectives of 
school, specific guidance functions and administra­
tive routine. Half of them apparently do not under­
stand what is expected in the use of auxiliary 
instructional material. The majority of their 
specific problems relate to school discipline, to 
teaching outside their fields of preparation and to 
understanding the philosophy and objectives of the 
school. 
By 1944, some of the more progressive schools were making 
provisions for a more extensive teacher induction program. 
Clark (17) described such a program in California having as 
i-ts purposes: (1) Acquainting teachers with the living, 
social, educational and recreational facilities of their com­
munity, and (2) acquainting teachers with what is considered 
successful work. This particular program had inservice meet­
ings for the first six weeks of school to help cover some of 
the items of interest for the teachers. Edmonson (22) during 
this same time, recommended that teachers new to a system (1) 
have help in finding a place to live, (2) be given advice 
during the summer months regarding proposed teaching assign­
ments, etc., (3) be invited to the community a day or two 
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before school opens to obtain living q.uarters and become some­
what acquainted with the school and the community, (4) be 
given an interpretation of the disciplinary policies, (5) urge 
former teachers to actively help new teachers, (6) encourage 
the teachers to organize social and recreational activities, 
(7) receive sympathetic help from the supervisory staff before 
major trouble occurs, and (8) suggest to community organiza­
tions that the new teacher should not be burdened down with 
heavy outside demands during the first part of the year. 
Edmonson's plan for accomplishing most of the above points is, 
again, through the use of the pre»school conference* Although 
the community was not to burden the new teacher with demands, 
the school evidently could and did place heavy demands on the 
new teachers time. 
It was recognized by this time that teacher induction 
could play a vital part in reducing teacher turn-over, teacher 
dissatisfaction, or help keep teachers from leaving the pro­
fession altogether. However, most of this induction was con­
sidered only during pre-school conferences or workshops. 
Miller and Coulter (54) stated that the usual pattern of pre­
school conferences was to have such a conference which lasted 
from three days to two weeks. The number cf days required 
depended largely on the size of the community, school and 
"central theme" of the conference. Teachers also did not 
expect or want much in the way of induction beyond the pre­
school conference or the first part of the school year. Tate 
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(85, p. 157) related the following teacher opinions and what 
information they desired: 
1. At the time of application to the actual election 
of the teacher; Suoh, Information as might be found 
in teacher handbooks. 
2. Before the opening of school; New teacher indivi­
dual and group conferences with the superintendent 
regarding the unique features of curriculum and 
instructional methods. 
3. At the opening of school; General teachers meeting 
to discuss the general organization and routine of 
the school. 
4. Early in the year; Individual conferences with 
the superintendent following classroom visits, 
more general teachers' meetings devoted to routine, 
new teacher group conference with the superinten­
dent and visiting the homes of pupils. 
Spears (80, p. 463) in speaking of the way in which schools 
can engulf teachers stated, "It would be much less wasteful to 
capitalize upon pre-service training that the modern young 
teacher has received and to supplement this with in-service 
training." Spears was recognizing differences among teachers' 
training, needs and the fact that the Initial teaching experi­
ence can be overwhelming without some sort of induction 
program. 
After World War II, the need for teacher orientation or 
induction came in for more attention by administrators. Broad 
(6, p. 67) expressed it thusly: 
The pressure of World War II, with the resultant 
use of many poorly qualified teachers, has alerted 
the school administrators to the need for careful 
orientation of all teachers to the local system. 
The school system which expects "good" teaching from 
teachers just entering the system..., must, if it 
wishes to secure such 'good' teaching, carefully 
orient these people into all phases of the local 
school and community. 
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At the same time administrators became more aware of the 
need for teacher induction programs; they also developed an 
appreciation for a different type of program. In-service edu­
cation became more of a tool for teacher induction than it had 
been In the past. Broad (6, p. 68) stated, "The orientation 
program should be carefully thought out and incorporated into 
Inservlce training programs." 
Miller (55> P« 20) also recognized the need for teacher 
induction in the postwar years. His method of achieving better 
orientation was through the pre-school conference which had as 
its alms: 
1. The orienting of teachers 
2. Providing in-service education 
3. Promoting good public relations 
If the first day of school was carried on as if the school 
had been in operation for weeks, orientation was considered to 
have been successful. 
Des Moines, Iowa, had a unique program during this time 
in that it was basically a three-year program. Trott and 
Rowland (87) stated that the first year was devoted to specific 
needs of new teachers while the second and third years were 
given to discussion groups on various items as they arose. 
These authors (87, p. 129) stated that, "All attempts to make 
the induction period a successful, profitable experience for 
new teachers are well worth any amount of time and energy." 
It is doubtful that the second and third years were expressly 
carried out as induction practices, but it does point up what 
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forward looking schools were doing about teacher induction. 
Des Moines at least had a program that extended beyond a pre­
school conference or the first few weeks of school, and this 
alone made it unique for this period of time. 
Toward the close of the decade of the forties, the fre­
quency of induction programs became more pronounced, their 
importance more prominent and their acceptance in the schools 
generally better. With a few exceptions, however, most of the 
teacher induction programs were confined to pre-school con­
ferences. Toward the end of this decade, the practice filtered 
down from the larger schools to the smaller schools and the 
programs were increased in length, complexity and importance. 
Broady (?, p. 1053) stated the need for induction programs 
quite succinctly for the smaller school districts: 
Tenure might be lengthened in the smaller schools 
by such devices as: (a) Tactful introduction of the 
teacher to the community's social and cultural life, 
(b) Hospitable and planned welcomes by the communities 
to new teachers and (c) Insight into the chief adminis­
trator's philosophy and aims of education. 
Summary of the 19^0's. The 19^0's, then, started slowly 
with induction programs for teachers, were interrupted by 
World War II in their development and gained momentum after the 
war. The larger schools were paying more attention to induc­
tion and setting the pace for the smaller schools. Perhaps 
the best measure of the growth was the fact that some of the 
smaller schools were using induction programs for the first 
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time. There was, correspondingly, an increase in the volume 
of literature on induction as the number of programs grew. 
Induction During the Decade of the 1950*3 
During the decade of the 1950*s, the volume of literature 
concerning teacher induction continued to grow as concern for 
teacher induction became more important to administrators and 
to the general public alike. Eye and Lane (25), as well as 
several other authors of this time, credited part of this 
growing interest to the population increase or the popularly 
known "baby boom" of the early 1950's and the resulting teacher 
shortage which prompted more attention to recruiting and hold­
ing good teachers. 
During the early fifties, Symonds (84) noted that some 
general characteristics of successful teachers seemed to cut 
across all the variations in personality. All the successful 
teachers were more or less secure and confident in their work. 
This conclusion of Symonds reinforced what the supporters of 
teacher induction had contended for some time. One purpose of 
a good teacher induction program is to provide the confidence 
and security every good teacher needs. Michael (53> P» ?8) 
relates the aims of effective induction programs for this 
period thusly; 
1. A study of the problems encountered by teachers 
in new teaching situations. 
2. The determination of the purposes of the induc­
tion program based on the special needs of new 
teachers. 
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3. The utilization of those supervisory techniques 
which will insure the successful orientation and 
induction of new staff members. 
In reviewing the research of the period, Michael {$'), p. 
73) concluded the following about induction programs J 
1. The induction of teachers new to their situations 
is a complex and complicated problem. No induc­
tion program can be maximally effective or ~ 
successful that does not provide a variety in 
approach to planning and implementation. 
2. Teachers new to their situation experience 
serious difficulty in learning and understand­
ing the (a) school's philosophy and objectives, 
(b) administrative procedures, routines and 
reports, and (c) methods of evaluating pupil 
achievement. 
3. Comparatively few school systems provide adequate 
administrative and supervisory aid for teachers 
new to their system.... 
4. Recemtly inducted teachers believe that the 
absence of helpful induction is a primary cause 
of much low teacher morale dissatisfaction. 
Most new teachers feel tiiat their induction 
could have been made much more satisfactory with 
very little effort or expense to the school. 
This trend toward realizing the importance of teacher in­
duction is important to its progress in the schools. As early 
as 19^5» the American Association of School Administrators (2, 
p. 174) acknowledged the importance of supervisory helps given 
on the job which determine the success of the induction 
process in the following statement: 
If we should be fortunate enough to select 
intelligently and train adequately a supply of 
professional people for the classrooms of the 
country and if we then should bring them into 
schools without initiating a program of improved 
relationships and recognition of teaching on the 
job, we would produce a frustrated and disillu­
sioned group who undoubtedly would come to feel 
that they have been tricked and mislead. 
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Morrow (59> P« 40) emphasizes this same point by saying, "Too 
frequently we have left new teachers to shift for themselves." 
Gunkle (27î p. 3^3) after checking induction procedures 
in several Cook County, Illinois schools concluded: 
1. Less than half the schools...conduct any special 
orientation for new teachers. 
2. Teachers are made familiar with the general 
routine of the school. 
3. Only about three fourths of the teachers were 
informed about the educational philosophies and 
policies of their respective schools. 
4. A better understanding of sohool organization 
is needed. 
5. Teachers are not versed in the procedures to 
follow in solving problems. 
6. Discussions of classroom problems, both real and 
apparent, are not commonly held. 
7. Teachers are not getting the help they desire. 
The NEA (60) further affirmed the importance of an induc­
tion program by stating, "Friendly assistance by the school 
system in helping the new teacher to make a good start may pay 
large returns in morale and efficiency." There are many ex­
amples of the importance various writers placed on induction 
during this time. For example, Gunkle (27) emphasized the need 
for a pre-induction period in which the teachers could become 
familiar with the complexity of their problems and the means 
necessary to their solution. Homeier (36) stressed teacher 
induction to help prevent turnover of teaching personnel by 
giving these teachers the proper adjustment to their jobs. In 
another report, Homeier (37) found in 195^» that more schools 
failed to use orientation than did use it, even though many 
orientation procedures could have been used regardless of the 
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size of the school. Because of poorly ^ organized, ineffectual 
programs of orientation, Homeier further asserted that many 
teachers in all classes of school were definitely discouraged 
during their first year of teaching. 
Anderson and Smith (3, p. 213) found the situation in 
Missouri to be q.uite similar to that in other parts of the 
United States. They state the need for induction programs 
thusly; 
The chronic shortage of elementary school teachers, 
declining numbers of teacher trainees for the secondary 
level, expanding elementary and secondary enrollments 
and all the diverse, additional duties teachers are 
continually acquiring, have all made it difficult to 
build and maintain a high level of teacher competence. 
For these and other reasons the last three years have 
seen an Intense interest in pre-service and in-service 
teacher education.... 
Tower (86) checked the orientation practices in 91 school 
systems throughout the United States. His findings reveal 
that the majority of superintendents queried thought that a 
carefully planned pre-school conference had much value for 
beginning teachers. Tower's findings also illustrated the 
need for school supervisors and administrators to continually 
appraise their induction programs and make the necessary 
additions or deletions in their programs in order to best meet 
the needs of the teachers in the school system. 
Runkel (73)j in discussing San Bernardino's induction 
program in California, points up the fact that this program 
consists of four parts: that which extends from the first 
correspondence with a teacher, that which extends prior to the 
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opening of school, that which continues throughout the first 
year and lastly that whioh revises and evaluates the program. 
Cable (11) adds to Runkel's four part program by expressing 
the need for clearly defined aims for each school situation in 
the induction program. The ultimate aim is that of improving 
the learning situation for children. Other points worthy of ^ 
note by Cable include the idea that the induction program should 
be the child of initiative of educational leadership and 
Carried on by all persons who have an interest and are capable 
of making the most expeditious implementation of the program 
for the most satisfactory adjustment of the new teacher. 
Hargrove (29)j in a study of induction programs for ele­
mentary school teachers in Tennessee, gave the following 
suggestions for improving these induction programs: (1) There 
is a need for more understanding of the part induction plays 
in recruitment and selection of teachers, (2) committees should 
plan, organize and coordinate the program, (3) school leaders 
and school boards need to give more attention to budgetary 
requirements, (4) the purposes should be planned on needs of 
new teachers, (5) services should then be devised to meet these 
needs, (6) evaluation is necessary to determine the effective­
ness in meeting these purposes, (7) community involvement 
should be made where appropriate, and (8) to be of greatest 
value, induction procedures should be provided in a climate of 
warm, human relationships. 
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The idea of actually budgeting for induction programs 
appears to be brought forth most emphatically for the first 
time during this era. Miller (56), in writing for the American. 
School Board Journal, stressed that since the pre-school work­
shop had proved its worth in improving instruction and getting 
teachers ready for the school year, such a workshop should be 
budgeted for and teachers paid for their attendance. 
It was in the that O'Leary (64) reported in the 
American School Board Journal that Garden City, Michigan, sent 
their teachers to a special retreat for pre-school conferences 
which had as one of its aims the orientation of teachers to the 
school policies and procedures. The board of education did not 
pay any salaries in such a situation but it did furnish every­
thing needed at the retreat at no cost to the teacher. In such 
a situation, the board of education recognized the trend for 
paying teachers in some way for pre-school workshops. 
Meyers (52), in a survey of in-service education programs 
in Iowa schools, found that 81.3 percent of the superintendents 
indicated it was essential to have an inservice program for 
new teachers. Mealey (4?) polled 58 Iowa Superintendents in 
regard to their opinions on what they considered desirable 
orientation practices and those orientation practices actually 
employed in their schools. Mealey found about a 50 percent 
difference in the desirable ratings over the indications of 
current use. This study would suggest that the theory of 
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teacher orientation may have been acknowledged in Iowa public 
schools during the fifties, but many of these schools did not 
put this theory of orientation into practice. This was, in 
fact, the situation in most of the schools in the United States. 
For example, Wynn and DeRemer (95) found, in reviewing the 
literature, that teachers wanted good orientation programs, 
but that boards of education were reluctant to establish them 
and finance them. So it would appear that superintendents and 
teachers alike felt induction programs to be of importance, but 
boards of education were still reluctant to pay for them. 
Another development in induction programs to take root 
during the 1950's was the establishment of the "buddy" system. 
A "buddy" system is a situation where a new teacher is assigned 
an experienced teacher as a "buddy" to^help with any problems 
that may arise or to be someone with whom the new teacher can 
discuss anything that may be bothering her. Previous to this 
time, it had been suggested that someone befriend the new 
teacher, but during the fifties this was generally accepted as 
an assignment and was not left as a matter of chance. Kinnick 
(43), Wllkenson (94), Hargrove (29), and Prehn (67) are ex­
amples of some of the authors who have written about the need 
of assigning an experienced teacher to help out teachers new 
to a system. Abraham (1, p. 315) sums up the need for the 
"buddy-type" teacher quite adequately: 
Who is there to hear her S.O.S. or who is there 
to listen to her frustrations.... If we want 
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to attract and hold good teachers,...the least we 
can do is see that their problems get a sympathetic 
hearing and that they understand they are far from 
alone in their profession. 
Another innovation in induction programs to become estab­
lished during the 1950's was the idea that induction would 
extend at least through the new teacher's first year; - As 
Abraham (1, p. 315) stated: 
Thus far, the emphasis on assistance has been 
too strongly on the first week or two while the 
"danger period" actually ôo'mês diiï'lag the ooldest 
part of the winter or spring when a letdown occurs 
for many of us as tiredness catches up with us. 
Eye and Lane (25, p. 362) recommend the following activi­
ties for the induction of new teachers after the first few 
weeks ; 
1. Continue a series of planned conferences with the 
new teacher on the problems he encounters. 
2. Provide an opportunity for observation of compe­
tent teachers in the system. 
3. Supply a continue program of guidance in helping 
the new teacher plan his work. 
4. Provide an opportunity for evaluation sessions 
between the new teacher, his supervisor, and his 
administrator. 
5. Provide opportunities for new teachers to under­
stand the children and their parents. 
6. Provide opportunities for new teachers to meet 
together and discuss common problems. 
It should not be construed, however, that induction programs 
were generally of at least a year's duration at this time. In 
fact, as Gunkle (27) reported, less than one-half of the 
schools conducted a special induction program of any kind for 
their new teachers. Most writers of this period still refer 
to the preschool workshop or conference as the most important 
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single aid to new teachers (24). These preschool conferences 
were made the major factor in the "settling down" process for 
new teachers. 
Perhaps the best way to sum up the situation on teacher 
induction would "be to compare it to the old adage, "Everyone 
talks about the weather but no one does anything about it." 
Teacher induction was becoming recognized as an Important part 
of the school program, but most schools were not doing any­
thing about it; or, if they were, the program consisted essen­
tially of a short preschool conference in which orientation or 
induction was only a part of the total conference. For ex­
ample, Clark (16), in a study of the preschool conference in 
Iowa during this time, found that the most often used activi­
ties were (1) a discussion of discipline, (2) a discussion of 
the school's educational philosophy, (3) orienting teachers to 
available audiovisual equipment, (4) discussion of the objec­
tives of public education, and (5) providing time for the 
teachers to prepare for teaching. In addition, such a meeting 
was for all teachers, new and experienced, which made the time 
available for new teacher orientation even less. 
One other procedure in teacher induction seemingly gained 
a foothold during the decade of the 1950's. More and more, 
teachers and other groups were becoming Involved in the induc­
tion programs. Cable (11) suggests that one principle of an 
orientation program be that this program be conceived and 
carried out in a democratic fashion by all who stand to be 
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affected by it and are capable of making contributions to it. 
Kinnick and his co-authors (^3» p. 133) q.ulte aptly express the 
sentiment of the teacher's viewpoint; 
Unless teachers help in the identification of 
their problems and plan how they will work on these 
problems, in-service experiences presented to 
teachers are likely to be the same for all and of 
little practical help to anyone, 
Huggett and Stinnett (38) stress the fact that having the 
teachers Involved in induction planning is a more effective 
plan than to have such things done by administrators and also 
reflects a growing professional attitude on the part of the 
teachers. Mrs. Rollin Brown (8, p. I69), the president of the 
National Congress of Parents and Teachers in I956 summed up 
thatvgroup's feeling on cooperative planning for induction in 
a speech to the annual meeting of the American Association of 
School Administrators in 1956 in the following statement; 
There is every likelihood that a group composed 
of new teachers, experienced teachers, administrators, 
parents and other citizens of the community will come 
up with a program for orientating the new teacher to 
her work and integrating her into the community which 
will be more imaginative, more comprehensive, and more 
helpful than a program devised by any single teacher, 
any single administrator or any single citizen. In 
the cooperative enterprise the implementation of the 
program will already have begun in the very process 
of its formulation. 
The use of the cooperative plan is in itself a recognition by 
the members of the group of mutual responsibility to create 
optimum conditions in the school and community for the 
development of successful teaching. 
28 
Summary of the 1950's 
During the 1950*s, the impetus of teacher induction pro­
grams gained momentum through the increasing enrollments and 
shortage of teachers, which resulted from the increased en­
rollments. Administrators, teachers, and the public became 
more and more aware of the need for good induction programs 
for new teachers. Although there were generally more schools 
without an induction program than with such a program, there 
was growing evidence in the literature, both in amount and con­
tent, that an induction program was essential in the area of 
creating and holding better teachers. 
Other ideas to obtain a place in the thinking about in­
duction programs were; (1) The idea of budgeting for induction 
so as to make it more a part of school plans; (2) The idea of 
assigning experienced teachers to help the new teachers; (3) 
The idea of extending the period of induction at least through 
the entire first year; and (4) the involvement of the teachers 
and other groups in the planning and implementing an induction 
program. None of these ideas were necessarily new at this time 
nor accepted by all. It was during this time, however, that 
general acceptance of their underlying principles was 
accomplished. 
In general, one would have to rather agree with Castetter 
(l40, who concluded from his investigations of the fifties, 
that there was general agreement that the induction programs 
of school systems, on the whole, were far from satisfactory. 
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The i960's 
Daring the period of the 1960'e little new was added to 
teacher induction. Administrators became better trained to be 
aware of the need for induction programs and the literature 
continued to abound in articles, etc., dealing with teacher 
induction. Castetter (l4, p. 224), in his text Administering 
the School Personnel Program, has a good example of the ad­
ministrator's concern for induction; 
Every school administrator needs to realize 
that one of the emotional needs of every individual 
is a structure in which he can gind a reasonable 
degree of security and satisfaction. The beginning 
school employee is no exception. He is apprehensive 
of many things—the community, his co-workers, his 
ability to succeed, his being accepted both socially 
and professionally.... These and other problems 
experienced by new school personnel are important 
enough to warrant administrative efforts which will 
result in planned programs of assistance for the 
individuals under consideration. 
During the sixties, the properties of induction programs, 
of concern to those who wrote about induction for administra­
tors, school boards and the public as a whole, placed emphasis 
on (1) induction goals, (2) involvement of other personnel in 
planning for induction, (3) the role of the administrator in 
planning, (4) the best time to plan for induction programs, 
(5) the timing of induction program activities, and (6) the 
actual activities of the programs. These properties of in­
duction programs, while not significantly different from those 
of the fifties, will be clarified more at this time. 
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Induction goals 
Every school has first-year teachers. Few Ataerioan schools 
have exactly the same staff two years in a row. Cronin (18, p. 
160) gives a list of questions on personal factors in helping 
personnel to which every administrator should have the answers 
in induction goals: 
1. How much orientation does she need to the school 
system and its philosophy, to the school—its 
staff and its workings? 
2. Does hs know the Qommmlty, Its social structure, 
geography, facilities for housing, recreation and 
worship? 
3. How much work with this person will be needed be­
fore the specific teaching assignment is throughly 
understood? 
4. What persons outside of school rely or depend on 
this teacher? Are there ways to make these 
persons more comfortable or appreciative of the 
teacher's position and opportunity? 
5. How can the school help to make this individual 
develop into an excellent and creative person? 
What guidance, which types of in-service train­
ing, what opportunities can be made available to 
him? 
Harrison (31, p. 155) lists the following generalizations 
as goals in the formulation of an induction program; 
1. A major objective of the personnel policies of 
an institution should be that of enhancing the 
professional competence of the faculty. 
2. One is more effective as a teacher when he has 
a thorough understanding of the requirements 
and expectations of the job, especially since 
every institution has its own style. 
3. Professional excellence is best achieved when 
there is a deliberate and organized effort to 
foster growth on the part of the teacher. 
4. An orientation program will be more successful 
if it's faculty centered. 
5. A beginning teacher can profit considerably from 
the pooled experiences of others. 
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Gustad (28) states that the question of utmost importance 
is; "Orientation to what?" Until and unless this question 
can be answered with some degree of satisfaction, all efforts 
and programs risk being ineffectual, if not actually harmful. 
Hollenbaoh (35) also stress the need for definite goals in an 
induction program to make it really effective* 
A project called POINT (Project for the Orientation and 
Induction of New Teachers) as described by Archer (4, p. 29) 
in Washington is based on the following assumptions.' 
1. Teacher education institutions need to extend 
their responsibility into the beginning years 
of teaching. 
2. That beginning teachers should be inducted 
gradually into teaching and, therefore, carry 
lighter loads. 
3. That they should have expert supervision and 
guidance. 
4. That they should be introduced and exposed to 
the work of their professional associations and 
learned societies. 
5. That they should be helped to analyze and eval­
uate their own strengths and weaknesses. 
This project was started in 19^5 on a shared basis by the 
Washington State Department of Education, the Washington 
Education Association and the NEA's National Commission on 
Teacher Education and Professional Standards. It is hoped 
that through a program of this sort, carefully planned and 
skillfully executed induction programs can be developed which 
will move the neophyte teacher from a beginner status to fully 
mature, professional stature in as short as time as possible. 
The full results of this project are, at this writing, not yet 
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available. Of importance in POINT is the local, state and 
national cooperation in trying to solve induction and orienta­
tion problems, 
Burrup (9)J Moore (57)) Van Zwoll (89), and Castetter (l4) 
are examples of the school administration textbook authors who 
stress the ultimate aim of induction as that of improving in­
struction. They also stress the need for constant evaluation 
and the fact that the needs of teachers in each situation must 
be the core of any induction program. 
The sixties, then, saw the crystallization of many of the 
goals and objectives of induction programs. This is not to 
say that there was no attention to the goals and objectives of 
induction programs before this time, but that the importance 
has been more fully realized during the past few years. Part 
of this is due to the advancement of standards for administra­
tors which results in better training than in the past. Further, 
there began a process of better cooperation among various edu­
cational agencies from the local to the national level to work 
on this problem. Rhodes (.68), in a study of the effectiveness 
of orientation programs in southern California, found that 
when orientation programs were planned around specific goals 
and objectives, it became a focal point toward which a new 
teacher's needs and desires could point. With an orientation 
program built aroundspecific goals and objectives, the 
teacher was rewarded with the feeling that he belonged to an 
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entity greater than the sum of its parts, and the orientation 
so planned and executed made it so. 
Involvement of other personnel In planning for induction 
Gone are the days when the superintendent or principal had 
the sole responsibility for planning an orientation program, 
Today, involvement in the induction program is spread to many 
groups. Teachers are playing a major role in the planning 
process today. Burrup p. 273) states hl@ reasons for 
teacher cooperation thusly: 
Orientation programs should be planned 
cooperatively with teachers playing a major role 
in their preparation. It is difficult, if not 
impossible, for school administrators to antici­
pate all the problems and areas of possible mis­
understanding and difficulty that new teachers 
may have. Teachers are often closer to the problems r. 
and can usually render effective service in prepar­
ing new teachers to become oriented to their 
positions. 
Moore (57) agrees that staff participation is sound prac­
tice since members are likely to know the problems connected 
with the beginning of work in a new school because they have 
gone through the same process. 
Van Zwoll (89) points out that the teachers' association 
is concerned with teacher welfare and thus is in a position to 
sponsor or help sponsor any induction program. Also, the 
board of education must at least sanction an induction program 
in its policies. The P.T.A. has a concern for child welfare 
which logically finds its expression and interest in coopera­
tion with the schools. The P.T.A. can be especially effective 
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ill induction to the community. To these groups, Van Zwoll-
would add a local leader of private enterprise, a representa­
tive of local government and of course various administrative 
personnel and teachers. 
Castetter (l4) suggests that in addition to teachers, a 
variety of persons and agencies should be involved in induction 
organization. These would include lay groups, the board of 
education, superintendent of schools, and various community 
organizations. 
Dugan (20) points out that community leaders can be most 
helpful in providing Information about the community, arranging 
for tours of community areas, assist in locating housing, and 
assist teachers in locating services essential to their welfare. 
Studies by Schwalenberg (75)> Ellis (23), and Hill (33) 
also illustrated the need for the involvement of others in 
planning and carrying out an induction program. Hargrove (30) 
emphasized the need for committees to help anticipate needs of 
new teachers. Smith (79) stated that the planning group should 
consist of representatives of central administration, secondary 
subject matter departments, department of supervision and 
instruction for the elementary schools, and a teachers educa­
tion institution to insure comprehensive coverage and avoid 
duplication. 
Mehoke (50) wrote of a successful program in the Waterford 
Township School, Michigan, in which many organizations are 
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Involved. The Chamber of Commeroe and local business men 
finance the program. New teachers are given a plane ride to 
view the area, are "wined and dined" by the local education 
association and board of education and are given a hospitality 
kit from the businessmen containing introductory offers, dis­
counts, passes and samples. This program illustrates the 
amount of cooperation that can be achieved in a community. 
This type of program also not only benefits the new teacher 
but affords the school and community an excellent chance to 
work together on a project of mutual concern. 
Shelton (?6) reports that, in the Spring Branch School 
District of Texas, orientation planning was put in the hands of 
the teachers exclusively. Administrators are available for 
advice and/or to attend meetings, but over all, it is a 
teacher program—of, by and for the teachers. For them, this 
works very well. 
The important point is that others have something to con­
tribute. By allowing them to contribute to the planning, the 
school can improve its teacher relations. More importantly, 
the school can improve the induction program. By involving 
teachers, boards of education, P.T.A.'s lay groups, and various 
community organizations, a more comprehensive program of induc­
tion can be developed. No group who would like to help should 
be refused and more groups should be encouraged to take an 
active part in the induction program of the schools. 
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Role of the administrator 
In a study of new and beginning teachers in Pennsylvania, 
Dugan (20) concludes that when the administrator fails to 
undertake leadership and direction in the initiation and plan­
ning of induction programs, it generally results in new and 
beginning teachers' failing to receive the benefits that could 
be provided them through such programs. 
Too often, it appears, no one takes the responsibility 
for initiating and planning Induction programs in our schools. 
Evidently, induction can be easily overlooked or inadequately 
planned for in a school system. Cronin (l8, p. l6l) makes the 
observation, "Certainly, assistance to new teachers and the 
handling of beginning teachers are never tasks to be taken for 
granted nor are they soluble through a routine, standard pro­
gram." Lindgren (^5) agrees that too many principals are still 
quite oblivious to the necessity of proper orientation for new 
teachers. Lindgren (^5> P» 52) further states; "The school 
leader should seek to aid an individual for the good of the 
person and the profession, not for the sake of discharging an 
administrative function." Such service is a trademark of an 
administrator's profession and will ultimately benefit the 
students. Moroney (58, p. 362), in writing about a program of 
supervision built around the needs of novice teachers, has 
this to say about the administrator: 
He must be a man with a sense of mission, a man 
who is more interested in the welfare of his teachers 
and students than he is in a machinery-operated 
37 
system that creates no problems because It allows 
for no nonconformity..... 
Studies by Hill (34) and Ellis (23) both indicate that 
the superintendent must accept final responsibility for an In-_ . 
duction program. This authority may be delegated to others, 
such as a building principal for implementation, but it is up 
to the superintendent to see that final compliance is accom­
plished. Gastetter (l4, p. 231) places the responsibility on 
the superintendent for , .eQneeptuallziiig the total induction 
process, for seeing that objectives of the induction program 
are established, for appraising existing induction plans, and 
for developing the induction program." Of course most of 
these decisions are not made personally and arbitrarily by the 
administrator. They are organizational decisions based upon 
board of education policy. 
The best time to plan for induction programs 
In previous sections, the induction goals, involvement of 
other personnel, and the role of the administrator were dis­
cussed. This section deals with the time at which planning 
for induction programs ideally begins. 
Unfortunately, it appears as though most school districts 
do whatever planning, if any planning is done, they feel is 
necessary during the summer before school opens. Hargrove 
(29) suggests that the time to get ready for next year's 
induction program is before school is out in the spring. This 
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type of plan moves the date baok somewhat and gives the admin­
istration a little more time for planning, but not muoh. 
Smith (79) would have planning start for the next year 
right after the pre-school session is over. In this way the 
comments of those who have just gone through the program can 
be utilized while it is still fresh in their minds. This type 
of planning is fine for the pre-school conference but leaves 
something to be desired for induction procedures occurring 
after the pre-school conference. 
Castetter (l4) goes one step further by suggesting that 
planning should be a continuous planning responsibility. 
Castetter feels that to be effective, planning for induction 
requires a systematic approach similar to that of budget 
preparation. If planning is to take place in this fashion, it 
would appear that a much more systematic approach could be 
accomplished. 
To sum up the situation of when to begin planning for in­
duction programs, one could say that there is no agreement as 
to the best time to begin planning. It would appear that the 
more time involved, the better one could plan a program. In 
the final analysis, it will depend on how systematic a school 
system is. A systematic system will develop specific plans 
for induction in a more or less continuous fashion. Less 
systematic school systems will start development of specific 
plans"at a later date while some schools will adopt a 
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laiseez-falre attitude and make no specific plans but merely 
let the teacher make his own way the best that he can. 
The timing of induction program activities 
Most authorities would agree that induction programs 
properly should begin during recruitment and generally termi­
nate upon completion of the teacher's probationary period. 
During the pre-appointment period, various authors, such 
as Eurrup (9) and Cast®tt©r (l4) indicate that the Induction 
program should start with the first interview. Lucas (46) in 
studying the orientation of high school teachers in California, 
found that most teachers prefer information about the community 
mailed to them before signing a contract. Hill (34), in, a 
study to develop criteria for orientation programs, indicates 
one of his criteria as that of starting the orientation pro­
gram no later than the initial interview with the prospective 
teacher. 
Castetter (l4), in his book. Administering the School 
Personnel Program, describes the initial contact as the time 
at which the school becomes aware of a vacancy. In describing 
an opening, the school prepares the description to give 
direction to the recruitment, make clear the duties Involved 
in the position and to enable placement officials to locate 
candidates who can meet the school's requirements. By giving 
potential employees a true picture of the position, school 
officials eliminate many misunderstandings that could arise 
4o 
later. In addition, this is a good time to distribute any 
literature available about the school and the community. All 
of these acts are essentially parts of an induction program in 
that they give information to the prospective employee about 
the school and community. 
The time between appointment and the opening of school is 
another period of potential induction activity. Schwalenberg 
(75) dlsoQvered in his study of orientation practices in 
Oregon Secondary Schools that teachers want and need an orien­
tation program when they accept a teaching assignment. There 
are certain bits of information on the community and school 
that make this period a smoother period of transition if there 
is a planned induction program in effect at this time. Some 
studies, such as Ellis's (23) study of orientation in St. Louis 
Public Schools recommend that induction start when the teacher 
accepts an assignment. 
Other reports and studies, such as those by Castetter 
(l4), Jones and Berger (42) illustrate the type of activities 
generally carried on in induction programs during the summer 
months before the opening of school. Some of these activities 
are (1) letters of welcome from various sources; (2) copies of 
the school handbook distributed; (3) assignment of "buddy" 
teachers; (4-) preliminary conference between teachers and 
principal; and (5) help with living quarters and any other 
problems of a similar nature. 
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Richard (69)j in a study of teacher orientation in Los 
Alamos, points out that regardless of how many new teachers a 
school may have, early summer or August is a good time to start 
an induction program. The teacher who, even In a small way, 
has had a chance to become somewhat acquainted with the school 
and Community before school starts, is In a more favorable 
position to begin the year's work more effectively than the 
teacher who has had no chance to have any induction prior to 
the opening of school. 
Perhaps the biggest part of any induction program during 
this period is the pre-school conference or workshop. The 
pre-school conference is more widely used than any other in­
duction program. In fact, it is too often true that in many 
schools, this is the only induction program planned at all. 
These conferences vary in length from less than one day to two 
weeks. Some are desigried for all teachers, some for just the 
new teachers and others for just the teachers in a particular 
building or some combination of the above. Basically, these 
conferences have as their aims the induction to the new posi­
tion and to the community. 
Induction during the probationary period varies from a 
week or two up to three years. Most schools, as noted above, 
have little, if any, program during the probationary period. 
The first few weeks of school are especially critical for the 
new teacher. As Hill and Colmey (33» p. 277) state: "During 
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the first few weeks of employment, the new employee can be 
guided to a useful career for the school district or his 
potential usefulness can be destroyed." 
The main tenet of those schools for extending the induc­
tion program beyond the opening of school is that the school's 
responsibility doesn't end with the opening of school. It is 
not until the new teacher has had an opportunity to demonstrate 
his ability under actual classroom conditions and the school 
officials have had a chance to observe the teacher actually 
teaching that areas of need can be established for the new 
teacher. Castetter (14, p. 239) sums up the need for a con­
tinuing induction program very well by saying: 
It is a fact that no inductee come to the posi­
tion completely trained and equipped for his new 
duties and responsibilities. It is also a fact that 
the best selection process is fallible. Administra­
tion cannot ignore its responsibility for planning 
and administering a follow-up program to place new 
personnel in assignments which will make maximum use 
of their abilities and will provide opportunities 
for personal satisfaction and professional growth. 
The investment of time, money, and effort in 
recruiting, selecting, and inducting new personnel 
is considerable. The loss which the school district 
suffers is also considerable when the probationer's 
service is terminated. Since the school system is 
also on trial during the probationary period, a 
positive program of administrative services should 
be established to reduce the incidence of failure. 
Most schools still do not have an extended program of in­
duction as indicated in Oliva's (65) study which showed only 
10 percent of the schools having induction programs lasting as 
long as a full year. However, the evidence continues to point 
toward the desirability of an extended program. Evidence from 
43 
research indicates that more and more of the schools are 
realizing this and instigating the extended induction program. 
An example of this trend is found in Schwalenberg's (75) study 
which recommended that a program should last at least one year. 
Perhaps the best maxim to establish fortheproper timing of an 
induction program would be as Carey (12, p. 354) stated: 
"The right thing at the right time regardless of how long a 
period of time is needed to complete the Induction program." 
The actual activities of induction programs 
The activities of induction programs are so varied and 
diverse as to defy description. Each school should produce an 
induction program to fit its own particular needs and not 
borrow a program that happens to be successful in another 
school. What is successful in one school does not necessarily 
mean it will be successful in another. There are certain 
basic activities appearing through the literature, however. 
Better than trying to list all the possible sources for such 
activities, is using an example or two from various sources. 
The following activities seem to appear most frequently in the 
literature; (1) Assignment of teachers, (2) Reducing the 
teaching load of inductees, (3) A preschool orientation period, 
(4) Utilizing in-service education for continuing induction, 
and (5) Assignment of a "host" or "buddy" teacher to help the 
inductee throughout the induction period. 
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1. Assignment of teachers. Ford and Allen's (26) work 
on the assignment and misasslgnment of Amerioan teachers showed 
that many teachers were misassigned. They traced this mis-
assignment, in part, to inadequate assistance for new teachers. 
Scammon (74) found that, in Iowa schools, only 6o percent of 
all assignments or classes were taught by teachers with a 
major in the subject. The percentage was slightly lower in the 
smaller schools than in the larger schools. Hargrove (30) and 
Gronin (18) emphasize that careful assignment of new teachers 
is most important for successful induction. Another type of 
misassignment is the practice of assigning the new teacher the 
"tough" or oversized classes. It has been fairly well estab­
lished that the new teachers' difficulties are compounded by 
misassignments such as those discussed above. 
2. Reducing the teaching load. Most authorities agree 
that the new teacher should have a reduced load the first 
year or semester and gradually work into a full teaching load. 
Swartz (82) recommends a teaching load of 6o to 80 percent of 
the normal school load. He feels that even though this would 
increase school costs, it would reduce turnover and provide 
for greater stability. More importantly, it would ease an in­
ductee into the mainstream of teaching duties without as much 
danger of drowning him with an overload of problems and teach­
ing load. The subsequent free time could be used to observe 
master teachers, prepare lessons or work with consultants and 
supervisors. _ , 
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3. The preschool orientation period. As mentioned pre­
viously, preschool orientation is the most familiar form of 
orientation or induction found in our schools. The length and 
depth of these programs are probably as varied as the number of 
programs. Moroney (58) suggests that preschool orientation 
programs inform the beginning teachers about the school's en­
rollment, school records, testing program, and student interest 
and activities. New teachers also need instruction on the 
grading system, standards of the school, courses of study and 
promotion standards. They need to be made aware of facilities, 
materials available and how to use these materials. They need 
to know the nature of teachers' meetings, committee assign­
ments, and co-curricular duties. They need to be told of the 
school's policy on discipline, corporal punishment, and what 
assistance they can expect from the office regarding classroom 
problems. They should be provided with the school calendar, 
handbooks, the previous year's yearbook and similar material. 
The above, while not comprehensive by any means, is 
indicative of the type of material covered. In dealing with 
ways of covering this material, one- agaii^runs into diversity. 
It is usually handled by the administration or supervisors of 
a school and/or sometimes by an outside consultant. The set­
ting for the preschool meeting may be formal or informal with 
the informal setting becoming more and more popular. As 
mentioned previously, some schools attend a retreat for this 
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purpose. There are advantages and disadvantages for each 
situation. Each school has to choose the content, type, and 
place of the preschool activity according to its needs, wants, 
and ability to finance it. 
One caution should be interjected about preschool con­
ferences. This caution concerns the need to make the confer­
ence meaningful to the Inductee. Shelton (76, p. 53) puts It 
very aptly; "...to spend several days listening to a discus­
sion of lunch room schedules, location of rest rooms, etc., 
arouses resentment even in the most placid of teachers." To 
be effective, the activities must be kept at a level that can 
be assimilated by the inductee. 
4. Utilizing inservice education for continuing induc­
tion. As seen in the previous section on preschool confer­
ences, it is not possible to cover everything to the satis­
faction of the administration or the new teachers in the brief 
time allotted without overwhelming the new teacher. Van Zwoll 
(89, p. l48) suggests that, "...the aspects of orientation 
that have not been provided by preliminary and pre-session 
orientation may be provided for logically, functionally, and 
progressively as the school year proceeds." 
Examples of activities which may be included during the 
continuing induction programs from Van Zwoll (89), Harrison 
(31)> Hollenbach (35)> and Carey (12) are: 
1. Activities designed to increase the Inductees aware­
ness of the significance of his discipline for his 
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own life. 
Activities designed to enhance the professional com­
petence of the Inductee. 
Demonstration teaching by some teacher considered to 
be outstanding in the grade level or subject of 
special interest. 
Develop sensitivity and awareness of what is really 
taking place inside his students as the result of 
words, pressures and.testing that he uses in the prac­
tice of his art. 
Broaden his knowledge of the approaches and strategies 
that have in general proved effective in promoting 
learning in his discipline. 
Provide for introduction to various functional 
teacher's committees. 
Get acquainted with events spread throughout the year 
will help the new employees become acquainted with 
each other and the experienced teachers. 
Increase his concern for communicating to others the 
ways in which the scholar attacks the materials of his 
discipline, and especially the mental processes he 
employs as a reflection of his subject matter. 
Give tours of the school, industry, residential sec­
tions and commercial areas of the school district so 
that they may be absorbed one at a time after the 
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inductee has time to become adjusted to his new 
environment. 
11, Provide constant evaluation of the program to insure 
that it is actually meeting the needs of the people 
it is serving. 
12, Re-orient in areas where concepts are not absorbed 
the first time through. 
13, Help the new teacher satisfy his needs as an indivi­
dual, a staff member, and as a community member. 
School administrators must continually be alert to insure 
that the induction activities are meaningful to the inductees. 
Failure to do so may lead to the loss of teachers from the 
profession. Barnett (5) discovered that many of the teachers 
who resigned felt that the meetings and conferences they were 
asked to attend were not significant and that inservice train­
ing programs were of little help to them. 
It is also important for administrators and supervisors 
to realize that teachers are tired at the end of the day. 
Rosser (72) states that teachers can be pushed too much and, 
therefore, an inservice program may be worse than none at all. 
There must be a limit to the number of inservice programs which 
may be offered at any one time and to the depth to which they 
may be pursued. 
_ 5» Assignment of a "host" or "buddy" teacher. It is 
becoming an almost universal policy now to assign or ask 
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experienced teachers to act as "host" or "buddy" teachers for 
the inductee. Hargrove (29) points out the fact that it does 
not matter if they are assigned or if they are volunteersj just 
as long as the process is not left to chance. Numerous studies, 
such as the one by Ellis (23) and Dugan (20) emphasize the 
fact that fellow teachers were most often turned to for advice 
by the novice. Another advantage of the "buddy" teacher re­
ported by Lindgren (^5) Is that th©y oan relieve the principal 
of much administrative routine. It is fairly obvious that a 
principal or supervisor could not do all that would be 
required for each new^ teacher alone throughout the entire year. 
Swartz (82) also emphasizes that a "host" or "buddy" teacher 
provides a personalized approach to the entire induction 
program. 
_ Summary of the I960 * s 
In this section the importance of concrete goals for in­
duction programs was stressed. Without proper goals, an 
induction program lacks the direction needed to make it effec­
tive. The involvement of the inductee, other teaching person­
nel, community leaders, laymen and administration to plan the 
induction program cooperatively was also stressed. Only 
through the involvement of these groups can there be assurance 
that the problems of the new teacher are best met. 
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The administrator's role is that of final authority. It 
is through his efforts that any program exists or is carried 
out. The superintendent is ultimately responsible for the 
induction program. 
It was discovered that continuous planning for the induc­
tion program assured the most success for the program. Plan­
ning for induction is comparable to the developmental planning 
of the school budget. 
It was found thgt induction takes place usually in four 
divisions{ It begins with information given at first contact 
to the signing of a contract, continues from the time the con­
tract is signed to the time of a preschool conference. The 
preschool conference is limited to those prime essentials that 
can effectively be handled in a period of one-half to two or 
more days. Lastly, there is the period from the preschool 
conference to the end of the new teacher's probationary period. 
It would seem that a four-part division such as this would 
assure the maximum assimilation of information by the inductee. 
The inservice portion of an induction program throughout the 
school year was found to be important to augment the program 
started in previous sessions. 
Finally, the assignment of a "host" or "buddy" teacher was 
found to important so that the new teacher had someone to turn 
to for advice and counsel. This process of assigning "buddy" 
teachers also reduced most of the routine administrative load 
from the local administrator and at the same time promoted a 
feeling of professionalism among the teachers. 
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METHODS AND PROCEDUHES 
Introduction 
This study was concerned with analysis of induction prac­
tices deemed most important by seniors in Education 426, 
Principles of Secondary Education, at Iowa State University and 
by graduates of Iowa State University who entered the teaching 
profession during the I967-I968 school year. The analysis 
focused on certain characteristics of beginning teachers and. 
the school system in which they were teaching. 
This chapter describes the methods and procedures that 
were used to gather and analyze the required data for the 
study. The chapter has been divided into four parts; (1) 
selection of the sample, (2) description of the instrument, 
(3) collection of the data, and (4) treatment of the data. 
Selection of the Sample 
In this study, only the program of teacher education as 
it relates to Iowa State University was considered. Thus, the 
sample was limited to Iowa State University seniors who were 
enrolled in Education 426 during the fall and winter quarters 
and graduates of Iowa State University who had entered the 
teaching profession in Iowa for the first time in the I967-
1968 school year. 
It was thought that by limiting the study to the I967 
- '-graduates, induction procedures would be fresh in their minds 
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as they had just gone through this early period or were still 
in an induction program. 
Seniors in Education 426 classes were selected because 
they would be entering the teaching profession for the 1968-
1969 school year for the most part. Thus, it was thought an 
indication of the importance they placed on various induction 
problems and practices would be of value for comparison pur­
poses and valuable for future inclusion in Education 426 
classes. 
The public school districts in Iowa were divided into four 
enrollment categories; (1) 2,000 or over; (2) 801 to 1,999; 
(3) 500 to 800; and (4) under 500 students. By checking the 
Iowa Department of Public Instruction publication, Data on 
Iowa Schools (4o), it was determined that school districts with 
an enrollment of 2,000 or more students employed 46.6 percent 
of the teachers in Iowa school districts. School districts 
with an enrollment of 801 to 1,999 students employed 26.9 per­
cent of the teachers. Those districts with an enrollment of 
500 to 800 students employed 17.0 percent of the teachers while 
districts with an enrollment under 500 students employed l4.1 
percent of the total teachers in Iowa. Table 1 reveals the 
number and percentage of teachers in each enrollment category 
in Iowa as a whole as compared to the Iowa State University 
graduates who entered teaching in 1967. 
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Table 1. Number and percentage of teachers in various enroll­
ment categories in the state of Iowa and the 196? 
graduates of Iowa State University who entered 
teaching in Iowa 
Iowa as a whole I.S.U. graduates 
Enrollment 
category 
No. of 
schools 
No. of 
^ teachers % No. % 
2,000 or more 59 13.0 13,658.3 46.6 50 35.5 
801 to 1,999 135 29.7 7,897.7 26.9 4i 29.1 
500 to 800 142 31.2 4,998,2 17,0 30 21.3 
Under 500 119 26.1 2,778.9 9.5 20 14.1 
Total 455 100.0 29,327.1 100.0 l4l 100.0 
Description of the Instrument 
The instrument used to collect data from teachers in the 
field for this study consisted of two parts. (See Appendix A.) 
The first part consisted of questions on personal characteris­
tics, three questions designed to measure relative teaching 
load and questions to indicate the respondent;*s opinion on 
their induction program's length, monetary remuneration for the 
program, whether the respondents were consulted on content of 
the program and the inductee's opinion on the effect the in­
duction program had on her teaching effectiveness. Part two 
consisted of problems that new teachers may face. The items 
for part two were gleaned from the literature and research 
that dealt with problems of new teachers. Wide reading was 
done in the field of personnel administration and in induction 
54 
programs to survey the problems that may arise for the new 
teacher. As this reading was done, a list of common Induction 
problems was prepared. 
Seventy induction problems, in the areas of problems con­
cerning personal adjustment, problems concerning the profession 
and problems concerning the community, were selected from this 
list on the basis of the frequency of their mention in the 
literature. 
Two columns of blanks appeared before each-problem state­
ment. The first column was to be answered by a number from 1 
to 5 according to the following scale: 
5 - if you feel it is VERY IMPORTANT to receive informa­
tion about the problem 
4 - if you feel it is IMPORTANT to receive information 
about the problem 
3 - if you feel it is DESIRABLE to receive information 
about the problem 
2 - if you feel it is of LITTLE IMPORTANCE to receive 
information about the problem 
1 - if you feel it is of NO IMPORTANCE to receive informa­
tion about the problem 
The second column of blanks was to be used only if the 
respondent had received information about the problem listed. 
If information about the problem listed was received, the 
second column was to be marked with a number from 1 to 6 
according to the following time schedule: 
6 - if the information was received before signing a 
contract 
5 - if the information was received after signing a 
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contract but before school opened. 
4 - If the information was received during a preschool 
conference 
3 - If the information was received during the first nine 
weeks of school 
2 - if the information was received during the second nine 
weeks of school 
1 - if the information was received during the second 
semester of school 
Two questions at the end of the Instrument were designed 
to record information about the one best source of Information 
of the most benefit to the inductee and the general timing of 
the information received» 
The seniors in Education ^26 were given the same 70 prob­
lems that may face a new teacher-as were given those teachers 
in the field. The questionnaires were classified by the 
students' overall grade point average. In the first part of 
the instrument, the respondents were asked their sex, age, 
whether they planned a career in teaching, the college in which 
they were enrolled and their opinion as to whether they felt 
an induction program was necessary. (See Appendix B.) A 
total of 111 returns were used in the analysis of the results 
from the members of the fall and winter quarters. 
Collection of the Data 
Since there were l42 individuals in 90 different schools 
throughout the state to contact, it was decided that a mailed 
questionnaire would serve as the most feasible means to obtain 
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information on the new teachers' perception of induction 
programs. 
Names of the teacher education graduates of 196? and the 
school in which they were teaching were obtained from the 
Teacher Placement Office at Iowa State University. Since the 
only address for each person was a school name such as Des 
Moines Public School, the I967-I968 Iowa Educational Directory 
(39) was used to obtain specific school addresses for each 
person. When an individual could not be located in the Iowa 
Educational Directory, a check was made with the Office of 
Alumni Affairs. Through this process, a total of l42 Iowa 
State University graduates were located that began t^ching In 
Iowa in I967. 
A copy of the questionnaire was mailed to each of the 1^2 
members of the 1967 graduating class who were teaching in Iowa. 
This mailing included a letter explaining the study, one copy 
of the questionnaire and a stamped, self-addressed envelope. 
(See Appendix A.) 
Each questionnaire was identified with a code number. 
This procedure provided a means of determining the non-partlci-
patlng respondents to which follow-up letters were mailed. 
The first follow-up letter was mailed l4 days after the origi­
nal mailing and a second follow-up was mailed 14 days later. 
These mailings brought in 121 responses or a 85.2 percent 
return. Of these 121 responses, five were not acceptable for 
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inclusion in this study. Thus, ll6 responses or 81.7 percent 
were used for analysis. 
Treatment of the Data 
As the data were received, they were recorded on 80 column 
code sheets and transferred to International Business Machine 
(IBM) cards. After tabulation was completed, appropriate 
tables for exhibi ting the data were developed and presented in 
the ôhaptsr ôîi findings. 
In dealing with questions from part I of the questionnaire, 
the responses were classified by four school enrollment cate­
gories. These four enrollment categories were; (1) less than 
500 students, (2) 500 to 800 students, (3) 801 to 2,000 students, 
and (4) more than 2,000 students. 
It was desired to investigate whether or not the beginning 
teachers' responses to the questions on part I of the ques­
tionnaire were associated with the classification of total 
school enrollment. Hypotheses based upon these cross-classi-
flcations were tested by means of the chi-square test for in­
dependence. For example, to test whether the average size of 
the classes taught by beginning teachers was independent of 
total school enrollment, the responses were formed into a two-
way contingency table. Expected values were computed and chi-
square values calculated from the following formula (66, p. 129). 
r c 
- aij/ / "Ij (Oil E )^  1=1 j=l 
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where 0^^ = observed number in the (Ij)th cell 
= expected number in the (ij)th cell 
r = number of rows in the contingency table 
c = number of columns in the contingency table. 
The degrees of freedom for this statistic are (r-I}(c-l), 
2 This computed X value was compared with the tabulated value of 
2 the X distribution at the appropriate level of significance. 
A significant difference refers to a value which exceeds 
the tabular value with appropriate degrees of freedom at the 
five percent (.05) level while a highly significant difference 
refers to a value exceeding the tabular value with the appro­
priate degrees of freedom at the one percent (.01) level. When­
ever a significant or highly significant difference occurs, it 
means that the hypothesis of independence between total school 
enrollment and responses to a particular question on part I of 
the questionnaire should be rejected. 
It was not possible to test each of the areas due to the 
small number which made up the various cells of the contin­
gency table. In others, it was necessary to change groupings 
so that at least five responses could be recorded within each 
cell of the contingency table. 
In part two of the questionnaire, the responses to the 
relative importance of securing information about various in­
duction problems were recorded on IBM cards. 
One of the primary objectives of this investigation was to 
determine if students viewed the importance of receiving 
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information on selected induction problems the same as first 
year teachers viewed the importance of receiving information on 
these problems. It was also desired to determine if over-all 
college grade point average made a difference in the relative 
importance placed on securing information on the selected 
items. To check the above objectives plus the interaction 
effect of grade point average and whether the respondent was 
a student or a teacher, a two by four factorial was established 
and the analysis of variance procedure with unequal numbers was 
employed to test these hypotheses. Grade point average and 
whether the respondent was a student or a beginning teacher 
were used as the main effects and the relative importance 
given to securing information on the selected items were used 
as the variable. 
The analysis and its source of variation can be represent­
ed by the following model (6.6, p. 316): 
%ijk = M + Ai + Bj + (AB)ij + Eijk 
i = 1, 2 
j = 1, 2, 3, 4 
k — 1, •*., 11 j 
Where = the importance score of the kth induction problem 
in the jth grade point average and the ith group 
(teacher or student) 
M = the true mean effect 
Aj_ = the true effect of the ith level of factor A 
(teacher or student) 
6o 
Bj = the true effect of the jth level of factor B 
(grade-point average) 
(AB)j = the true effect of the interaction of the ith 
level of factor A with the jth level of factor B 
• ®ijk ~ true effect of the kth experimental unit sub­
jected to the (ij)th treatment combination. 
Three hypotheses were associated with this portion of the 
study. They were: 
1. There is no relationship between whether a respondent 
is a student or beginning teacher and their opinion 
as to the relative importance of receiving information 
on selected induction problems. 
2. There is no relationship between over-all grade point 
average and the respondents opinion as to the rela­
tive importance of receiving information on selected 
induction problems. 
3. The relationship of whether the respondent is a stu­
dent or a beginning teacher and their opinion of the 
relative importance of receiving information on 
selected induction problems is independent of the 
respondent's over-all grade point average. 
Another objective of this investigation was to determine 
if beginning teachers from Iowa State University viewed the 
relative importance of receiving information on selected in­
duction problems the same regardless of the size of the total 
school enrollment ofthe district in which they taught. It was 
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also desired to investigate if over-all grade point average 
made a difference in the above objective. 
To check the findings in light of the above, the same 
model as in the previous analysis of Variance was used with the 
following modifications: 
ïljk = : + Ai + Bj + + Eijk 
Where i = 1, 2, 3 
A. = the true effect of the ith level of factor A (grade 
point average) 
Bj = the true effect of the jth level of factor B (total 
school enrollment) 
Three hypotheses were associated with this portion of the 
study also. They were; 
1. There is no relationship between the total school en­
rollment and the relative importance placed on 
receiving information on selected induction problems 
by beginning teachers. 
2. There is no relationship between the over-all college 
grade point average and the relative importance 
placed on receiving information on selected induction 
problems by beginning teachers. 
3. The relationship of total school enrollment and the 
relative importance placed on receiving information 
on selected induction problems is independent of the 
respondent's over-all college grade point average. 
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FINDINGS 
One problem of this study was to ascertain certain 
characteristics of beginning teachers' Induction programs. A 
second aspect of the study was to ascertain if students in 
Education 426 classes differed significantly from the beginning 
teachers in the relative importance they placed on securing 
Information on selected induction problems. It was also de­
sired to ascertain if these two groups differed significantly 
according to over-all college grade point average in their 
opinion as to the relative importance of receiving information 
on selected induction problems. 
In addition, an investigation was made of the beginning 
teachers* responses to the relative importance of securing 
information on selected induction problems according to the 
total school enrollment of the district in which they were 
teaching and by the over-all college grade point average. 
Finally, it was desired to obtain information as to the 
timing when information was received on various induction 
problems. 
The data presented in this chapter were divided into four 
major divisions. They were: (1) characteristics of the 
beginning teachers' induction program, (2) a comparative analy­
sis of Education 426 students versus beginning teachers on the 
importance of selected induction problems, (3) analysis of 
beginning teachers' opinions of the relative importance of 
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selected Induction problems, and (4) the timing for receiving 
information on the various induction problems, 
Charaôteristlos of the Beginning Teachers' 
Induction Program 
All findings in this section are classified by total 
school enrollment of the district in which the beginning 
teacher taught. 
Teaching load 
Information regarding the average size of classes taught 
by beginning teachers was presented in Table 2. Examination 
of the data revealed that 44.8 percent of the ll6 beginning 
teachers in the sample taught classes with an average size of 
20 or less pupils as compared with 49.1 percent who taught 
classes with an average size of 21 to 30 students. Only 6.1 
percent taught in a situation where the average was 30 to 40 
pupils and no beginning teacher had a class size of 40 or more 
pupils. 
Of those teaching the larger classes, 68.3 percent of 
those teaching in a school district of more than 2,000 students 
taught classes with an average size of 21 to 30 pupils. All 
the new teachers with an average class class size of 30 to 40 
pupils were in the school districts with 2,000 or more 
students. 
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Table 2. Average size of classes taught by beginning teachers 
classified by total school enrollment 
Total School Enrollment 
Class size Less than 500 to bOl to More than Totals 
500 800 2000 2000 
No. % No. # No.  ^ No. % No. % 
20 or less 13 76.5 16 66.7 17 50.0 6 14.6 52 44.8 
21 to 30 4 23.5 8 33.3 17 
o
 
o
 28 68.3 57 49.1 
30 to 40 0 0 0 0 0 0 7 17.1 7 6.1 
40 or more 0 0 0 0 0 0 0 0 0 0 
Totals 17 24 34 4l Ii6 
In preparing the chi-sq.uare contingency table, it was 
necessary to group the data into two class size categories, 20 
or less and 21 or more. The calculated chi-square was greater 
than the tabular value at the .01 level. Therefore, the null 
hypothesis of independence between average class size and 
total school enrollment is rejected. 
Inspection of Table 4 reveals that 90.5 percent of the 
beginning teachers spend the majority of their time teaching 
in the major area of their preparation and only 9.5 percent do 
not spend at least 50 percent of their time teaching in the 
major area of their preparation. The variation which appeared 
came in the three larger categories of school enrollment. 
Analysis of Table 5 shows that only 4.3 percent of the 
beginning teachers perceive their teaching load to be less 
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Table 3. Chi-sq.uare contingency table for average size of 
classes taught by beginning teachers categorized by 
total school enrollment 
Total School Enrollment 
Class size Less than jOO to bOl to More than Total 
*500 . 800 2000 2000 
A® E° A E A E A E 
20 or less 13 7.6 l6 10.8 1? 15.2 6 18.4 52 
21 or more 4 $.4 8 13.2 1? 18.8 35 22.6 64 
Total 17 24 34 4l ll6 
Cal. af = 26.991 .05, 3 d.f. =7.815 .01, 3 d.f. =11.341 
^•Actual frequency. 
^Expected frequency. 
Table 4. Responses of beginning teachers when asked if they 
spend the majority (over 50^) of their time in their 
major area of preparation classified by total school 
enrollment 
Total School Enrollment 
Response Less than 
500 
No. ^ 
500 to 
800 
No. ^ 
601 to 
2000 
No, ^ 
More than 
2000 
No. ^ 
Totals 
No. ^ 
les 17 100.0 23 95.8 32 94.1 33 80.5 105 90.5 
No 0 0 1 4.2 2 5.9 8 19.5 
o\ (—1 f—I 
Totals 17 24 34 4l 116 
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Table 5* Relationship of the teaching load for beginning 
teachers to the teaching load of experienced 
teachers classified by total school enrollment 
Total School Enrollment 
Teaching 
load 
Less than 
500 
No. % 
500 to bOl to 
800 2000 
No. % No. % 
More than 
2000 
No. fo 
Totals 
No. % 
Less than 
experienced 
teachers 
3 17.7 0 0 1 2.9 1 2.4 5 4.3 
About the . 
same as 
experienced 
teachers 
11 64,7 18 75,0 26 76.5 31 75.6 86 74.1 
Greater than 
experienced 
teachers 
3 17.6 6 25.0 7 20.6 9 22.0 25 21.6 
Totals 17 24 34 4l 116 
than that of experienced teachers while 7^.1 percent perceive 
their teaching load to be the same as experienced teachers and 
21.6 percent perceived their teaching load to be greater than 
experienced teachers. 
The chi-sq.uare test for independence between teaching 
load and size of the total school enrollment (Table 6) revealed 
no significant differences. It was necessary to group the 
categories of teaching loads into two classifications. These 
classifications were; (1) about the same as experienced 
teachers, and (2) more or less than experienced teachers. It 
may be concluded from the data in Table 6 that the relationship 
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Table 6, Chl-sq.uare contingency table for the relationship of 
the teaching load for beginning teachers to the 
teaching load of experienced teachers categorized by 
total school enrollment 
Total School Enrollment 
Teaching Less than jOO to 801 to More than Total 
load „ 500 . 800 2000 2000 
A®" E° A E A E A E 
About the 11 12.6 18 17.8 26 25-2 31 30.4 86 
same as 
experienced 
teachers 
More or less 6 4.4 6 6,2 8 8.8 10 10,6 30 
than experi­
enced teachers 
Total 17 24 34 41 116 
Gal. X^ = 0,941 .05, 3 d.f. =7.815 .01, 3 d.f• = 11.3^1 
^Actual frequency. 
^Expected frequency. 
of the teaching load is independent of the total school enroll­
ment since the calculated chi-square value is less than the 
tabular value at the .05 level. 
Type of induction program 
As noted in Table 7, 19.0 percent of the beginning 
teachers stated they had no induction program. Of the remain­
ing 81 percent, 30.2 percent stated their induction program 
was an informal type with information provided upon teacher 
request or incidental to other programs. Slightly over 
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Table ?• Perception of new teachers as to the type of induc­
tion program they experienced classified by total 
school enrollment 
Total School Enrollment 
Type of 
program 
Less than 
500 ^  
No. % 
500 to 
800 
No. % 
801 to 
2000 
No. % 
More than 
2000 
No. % 
Totals 
No. fo 
No program 7 41.2 6 25.0 5 14.7 4 9.2 22 19.0 
Informal type 
program 
4 23.5 12 50.0 9 26.5 10 24.4 35 30.2 
Formal type 
program 
6 35.3 6 25.0 20 58.9 27 65» 9 59 50.8 
Totals 17 24 34 4l 116 
one-half (50.8^) stated they had a formal induction program 
with scheduled activities and with administrative leadership. 
The chi-square test of independence given in Table 8 
reveals a highly significant difference. If may thus be con­
cluded that the data refutes null hypothesis of no dependence 
between the type of induction program experienced by the be­
ginning teachers and the total school enrollment. 
Are induction programs necessary 
In response to the question of whether the beginning 
teachers believed an induction program was necessary in their 
school. Table 9 reveals that 67.2 percent responded in the 
affirmative, an induction program was needed and 32.8 percent 
responded negatively. 
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Table 8, Chl-sq.uare contingency table for beginning teachers 
perception of the type of induction program they 
experienced categorized by total school enrollment 
Total School Enrollment 
Type of Less than 500 to 801 to More than Total 
program 500 . 800 2000 2000 
A®- E° A E A E A E 
No program 7 3.2 6 4.5 5 6.5 4 7.8 22 
Informal type 4 5.1 12 7.2 9 10.3 10 12.4 35 
program 
Formal type 6 8.7 6 12.3 20 17.2 27 20.8 59 
program 
Total 17 24 34 4l ll6 
Gal. X^ = 17.227 .05, 6 d.f. =12.592 .01, 6 d.f. =16.812 
^•Actual frequency. 
^Expected frequency. 
Table 9. Beginning teachers' opinions on whether an organized 
induction program was necessary in their school 
classified by total school enrollment 
Total School Enrollment 
Response Less than 
500 
No. % 
500 to 801 to More than 
800 2000 2000 
No. % No. % No. % 
Totals 
No. % 
Yes 6 35.3 16 66.7 24 70.6 32 78.0 78 67.2 
No 11 64.7 8 33.3 10 29.4 9 22.0 38 32.8 
Totals 17 24 34 41 116 
r 
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Table 10. Chi-sq.uare contingency table for beginning teachers' 
opinions on whether an organized induction program 
was necessary in their school categorized by total 
school enrollment 
Total School Enrollment 
Response Less than 500 to 801 to More than Total 
„ 500 , 800 2000 2000 
A® E° A E A E A E 
Yes 6 11.4 16 l6.l 24 22.9 32 27.6 78 
No 11 5.6 8 7.9 10 11.1 9 13.4 38 
Total 17 24 34 41 116 
Gal. = 10.227 .05, 3 d.f. =7.815- .01, 3 d.f. =11.341 
^Actual frequency. 
^Expected frequency. 
Examination of the chi-square analysis in Table 10 reveals 
that the computed chi-square value (10.22?) was greater than 
the tabular value at the .05 level (7.815) but less than the 
tabular value at the .01 level (11.341). It may thus be con­
cluded that there is a relationship between the responses 
given the question of whether an induction program was needed 
and the total school enrollment of the district in which the 
teacher taught. The difference is the greatest between the 
actual and expected frequencies in the smallest (less than 
500) and largest (more than 2,000) enrollment categories. 
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Table 11. Beginning teachers' opinions of the length of their 
induction program classified by total school 
enrollment 
Total School Enrollment 
Length of Less than 500 to 801 to More than Totals 
program 500 800 2000 2000 
No. % No. ^ No, fo No. % No. % 
Not applicable 6 35.3 9 37.5 6 17.6 3 7.3 24 20.7 
1 day 6 35.3 6 25.0 9 26.5 12 29.3 33 28.4 
2 - 4  d a y s  4 23.5 9 37.5 16 47.1 22 52.7 51 44,0 
1 - 2  weeks 0 0 0 0 1 2.9 1 2.4 2 1.7 
9 weeks 0 0 0 0 0 0 1 2.4 1 0.9 
1 semester 0 0 0 0 0 0 0 0 0 0 
Entire year 1 5.9 0 0 2 5.9 2 4.9 5 4.3 
Totals 17 24 34 41 116 
The length of the induction programs 
The figures in Table 11 disclosed that 28.4 percent of the 
respondents indicated that their induction program was of one 
day's duration, 44 percent indicated their induction program 
was from two to four days while only 8 or 6.9 percent of the 
respondents indicated their programs ran for a week or longer. 
Respondents from each enrollment category, except the smallest 
(less than 500 students), indicated the most general length of 
an induction program to be two to four days. 
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Table 12. Responses of new teachers on whether they were con­
sulted about items they would like to have included 
in their induction programs classified by total 
school enrollment 
Total School Enrollment 
Were you Less than ^00 to 8oi to More than Totals 
consulted? 500 800 2000 2000 
No. ^ No. ^ No. fo No. ^ No. ^ 
Not applicable 6 35.3 6 25.0 4 11.8 3 7.3 19 16.4 
Yes 2 11.8 2 8.3 1 2.9 4 9.8 9 7.8 
No 9 52.9 16 66.7 29 85.3 34 82.9 88 75.8 
Totals 17 24 34 4i 116 
Consultation of new teachers 
A study of Table 12 revealed that 88 or 75«8 percent of 
thellé respondents stated they were not consulted about the 
items they would like to have included in their induction pro­
gram while only 9 or 7.8 percent were consulted about what they 
wanted in their induction program. Of the various school en­
rollment categories in which beginning teachers were consulted, 
a larger percent (11.8 percent) were asked their advice in the 
enrollment classification of 500 students or less. 
Monetary rémunérât!on for induction 
The figures in Table 13 portrays the fact that the vast 
majority of beginning teachers do not receive extra remunera­
tion for attending any induction meetings prior to the official 
opening of school. In 79.3 percent of the responses to the 
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Table 13. Monetary remuneration received by beginning teachers 
for attending induction conferences before school 
officially opened classified by total school 
enrollment 
Total School Enrollment 
Monetary Less than 500 to 801 to More than Totals 
remuneration 500 800 2000 2000 
No. fo No. fo No, % No. fo No. % 
Not applicable ? 41.2 8 33.3 3 8.8 3 7.3 21 18.1 
None, part of 
the contract 
10 58.8 15 62.5 29 85.4 38 92.7 92 79.3 
Pro-rated to 
contract 
0 0 1 4.2 1 2.9 0 0 2 1.7 
Other 0 0 0 0 1 2.9 0 0 1 0.9 
Totals 17 24 34 41 ll6 
question concerning monetary remuneration for such meetings, 
these meetings were made a part of the regular teaching con­
tract so no extra pay was given. In only 2 or 1.7 percent of 
the cases was the amount paid for such induction meetings pro­
rated according to the contract. Only one person received any 
other extra pay. In this case it was $30.00 per day. 
Teachers' opinions of the induction program on teaching 
effectiveness 
The beginning teachers' opinion concerning the effect of 
the induction program in their school district on increasing 
their teaching effectiveness was reported in Table l4. Of the 
ll6 beginning teachers, three thought the induction program was 
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Table l4. Beginning teachers' opinions concerning the effect 
of the induction program on their teaching effec­
tiveness classified by total school enrollment 
Total School Enrollment 
Effect on Less than 500 to bOl to More than Totals 
teaching 500 800 2000 2000 
effectiveness No. fo No. ^ No. ^ No. ^ No, % 
Not applicable 7 41.2 8 33.3 5 14.7 3 7.3 23 19.8 
Very beneficial 0 0 0 0 0 0 3 7.3 3 2.6 
More than aver­
age benefit 
0 0 1 4.2 5 14,7 8 19,5 14 12.1 
Average benefit 6 35.3 7 29.2 9 26.5 21 51.2 43 37.1 
Less than aver­
age benefit 
1 5.9 7 29.2 8 23.5 3 7.3 19 16.4 
No benefit 3 17.6 1 4.2 7 20.6 3 7.3 14 12.1 
Totals 17 24 34 41 116 
very beneficial in increasing their teaching effectiveness. 
Fourteen stated the induction programs were of more than aver­
age benefit while 43 thought the induction program to be of 
average benefit in increasing their teaching effectiveness. 
Thus, 51.8 percent of the ll6 respondents were of the opinion 
that their induction program helped increase their teaching 
effectiveness to some degree. However, 33 or 28.5 percent were 
of the opinion that the induction program was of less than 
average benefit or of no benefit in increasing their teaching 
effectiveness. 
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Table 15. Chl-square contingency table for beginning teachers' 
opinions concerning the effect of their induction 
program on their teaching effectiveness categorized 
by total school enrollment 
Total School Enrollment 
Effect on Less than 500 to 801 to More than Total 
teaching 500 . 800 2000 2000 
effectiveness A E A E A E A E 
Of average 
benefit to very 
beneficial 
6 6.5 8 10.3 14 18.7 32 24.5 60 
Less than aver­
age benefit to 
no benefit 
4 3.5 8 5,7 15 10.3 6 13.5 33 
Total 10 16 29 38 93 
Cal. =15.955 y? .05, 3 d.f. = 7.815 y? . 01, 3 d.f. = 11.341 
^Actual frequency. 
^Expected frequency. 
The data reported in Table 15 categorized by total school 
enrollment shows a computed chi-square value (15.955) which 
exceeds the tabular value at the .01 level (11.341). Thus, 
the data refutes the null hypothesis of no relationship between 
the responses on the effect of the induction programs on in­
creasing teacher effectiveness and the total school enrollment. 
The best single source of induction information 
Table l6 reported the best single source of information 
which was of the most benefit to the beginning teachers as 
categorized by the four classes of school size. Inspection of 
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Table l6. Best single source of information of the most 
benefit to beginning teachers classified by total 
school enrollment 
Total School Enrollment 
Source of Less than 500 to bOl to More than Totals 
information 500 800 2000 2000 
No. % No. % No. % No. % No. % 
Superintendent 4 23.5 1 4.2 5 14.7 1 2.4 11 9.5 
Principal 8 47.1 8 33.3 9 26.5 11 26,8 36 31.0 
Other adminis­
trative staff 
0 0 0 0 4 11.8 2 4,9 é 5.2 
Teacher's hand­
book 
0 0 0 0 1 2.9 2 4.9 3 2.6 
Fellow teachers 5 29.4 14 58.3 15 44.1 24 58.5 58 50.0 
Students 0 0 0 0 0 0 0 0 0 0 
Inservice 
meetings 
0 0 1 4.2 0 0 1 2.4 2 1.7 
Totals 17 24 34 41 116 
Table l6 illustrates that exactly 50 percent of the beginning 
teachers classify their fellow teachers as being the best 
single source of information. Principals were the next best 
source of information being the choice of 31.0 percent of the 
respondents. Next, in order, came the superintendent (9.5 
percent), other administrative staff (5.2 percent), the teachers' 
handbook (2.6 percent), and lastly, inservice meetings (I.7 
percent). 
In order to get a reasonable grouping for a chi-square 
test the three administrative sources were grouped together 
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Table 17, Chi-square contingency table for the best single 
source of information of most benefit to beginning 
teachers categorized by total school enrollment 
Total School Enrollment 
Source of Less than 500 to 801 to More than Total 
information 500 . 800 2000 2000 
- A* E° A E A E A E 
Administration 12 8.1 9 10.9 18 15-8 l4 10.2 53 
Fellow teachers 5 8,9 l4 12.1 15 17.2 24 19.8 58 
Total 17 23 33 38 111 
Cal. = 6.662 .05, 3 d.f. =7.815 .01, 3 d.f. = 11.341 
^Actual frequency. 
^Expected frequency. 
and tested with the category of follow teachers. The chi-
square test of independence obtained from Table 17 revealed no 
significant differences in the responses of beginning teachers 
by stratum of school enrollment. 
Relative timing for receipt of induction information 
An examination of the data classified by student enroll­
ment (Table 18) revealed that 81 or 69.8 percent of the II6 
beginning teachers thought they had received information on 
induction problems at about the right time for maximum benefit. 
Two, or 1.7 percent, of the respondents thought the information 
was generally received too soon for maximum benefit. The 
remaining 33 respondents (28.5 percent) were of the opinion 
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Table 18. Beginning teachers' perception as to when induction 
information was generally received classified by 
total school enrollment. 
Total School Enrollment 
Time infor­
mation 
was received 
Less than 
500 ^  
No. % 
500 to 
800 
No. % 
yol to 
2000 
No. % 
More than 
2000 
No. % 
Totals 
No. % 
Too soon 1 5.9 0 0 1 2.9 0 0 
1—! CM 
About right 9 52.9 13 54.2 23 67.7 36 87.8 81 69.8 
Too late 7 41.2 11 45.8 10 29.4 5 12.2 33 28.3 
Totals 17 24 34 4l 116 
that induction information was generally received too late for 
maximum benefit. 
Students versus Teachers Analysis 
Two types of analysis were used to analyze the results of 
the Education 426 students and the beginning teachers' opinions 
of the relative importance of receiving information on various 
induction problems. The first method was a ranking of the in­
duction problems perceived to be important or very important on 
which to receive information by at least 75 percent of the 
students or the teachers. The second method used was a com­
parison of students and teachers by grade point average on 
each of the induction problems in the questionnaire. This 
analysis was accomplished by use of analysis of variance tech­
nique using uneq.ual numbers. 
79 
Ranking of induction problems by over-all importance 
The data in Table 19 illustrate the 33 items in an induc­
tion program that are perceived to be important or very impor­
tant on which to receive information by Education 426 students. 
The items in Table 19 are listed in descending order by both 
the number and percent of the 111 student respondents. 
Table 19. Items rated as being important or very important to 
receive information about by Education 42o students 
No. Percent Problem 
109 98.2 When and how do I obtain books, supplies and 
equipment? 
106 95.5 What are the policies regarding salaries, pro­
motion, sick leave, retirement and absence? 
104 93.7 What are the provisions and policies In regard 
to discipline? 
104 93.7 What are the board rules and policies? 
103 92.8 What are the policies regarding salary 
schedules? 
103 92.8 What is the local school philosophy? 
103 92.8 When is one to report for duty? 
100 • 90.1 What are the channels of authority and griev-
ence procedures? 
100 90.1 How do you determine school marks and evaluate 
pupil progress? 
99 89.2 The community's ability to support the school 
financially. 
98 88.2 What are the school policies in regard to 
extra pay for extra work? 
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Table 19. (Continued) 
No. Percent Problem 
98 88.2 What professional ethics are observed in the 
school? 
97 87.4 Will there be specific duties, classes and 
grades assigned? 
96 86.5 Activities in which the community expect 
teachers to participate 
96 86.5 What audio-visual equipment is available? 
96 86,5 What does the principal expect of me this 
first year? 
95 85.6 What library services are provided? 
92 82.9 What types of records are required? 
91 82.0 Are there extra-class assignments? 
91 82.0 Is there a compilation of teacher rules and 
regulations? 
89 80.2 Will I have all my teaching materials before 
opening day? 
89 80.2 What lesson plans are necessary and what form 
will be used in their writing? 
88 79.3 When are teachers expected to report at school 
daily? 
88 79.3 Who can I turn to for advice? 
87 78.4 What pre-school meetings are required? 
86 77.4 Community health facilities. 
86 77.4 When are teachers free to leave school daily? 
86 77.4 Is there extra compensation for any pre-school 
meetings? 
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Table I9. (Continued) 
No. Percent Problem 
85 76.6 What personal habits are not approved by the 
community? 
84 75«7 What kind of neighborhood(s) make up our 
school district? 
The students In Education 426 classes only listed two 
items in which 25 percent or more stated they thought it would 
be of little importance or of no value to receive information 
about a particular induction problem. These induction problems 
were: (1) "will the students know me", selected by 32 or 28.8 
percent and (2) "transportation facilities in and out of town", 
selected by 29 or 26.1 percent of the respondents. No other 
problem received 25 percent or more of the respondents' opinion 
as being of little importance or of no value. 
The 111 Education 426 students selected five more induc­
tion problems than did the teachers as being important or very 
important for receiving information. The figures and problems 
in Table 20 list the 28 induction problems that are perceived 
to be important or very important on which to receive informa­
tion by beginning teachers. The items in Table 20 are listed 
in descending order by both the number and percent of the II6 
beginning teacher respondents. 
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Table 20. Items rated as being important or very important to 
receive information about by beginning teachers 
No. Percent Problem 
109 94.0 Will there be specific duties, classes and 
grades assigned? 
106 91.4 Activities in which the communities expect 
teachers to participate. 
105 90*5 Where and how do I obtain books, supplies and 
equipment? 
105 90,5 What are the policies regarding salaries, pro­
motion, sick leave, retirement and absence? 
105 90.5 What are the provisions and policies in regard 
to discipline? 
103 88.8 Are there extra-class responsibilities? 
101 87.1 What are the policies regarding salary 
schedules? 
101 87.1 What audio-visual equipment is available? 
99 85.3 How do you determine school marks and evaluate 
pupil progress? 
98 84.4 When is one to report for duty? 
98 84.4 What does the principal expect of me this 
first year? 
97 83.7 What time schedule is provided for the regular 
school day? 
97 83.7 Who can I turn to for advice? 
93 80.2 Who is my immediate superior? 
93 80.2 Will I have all my teaching materials before 
opening day? 
93 80.2 What are the channels of authority and griev-
ence procedures? 
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Table 20. (Continued) 
Wo. Percent Problem 
92 79.3 What are the board rules and policies? 
92 79.3 What professional ethics are observed in the 
school? 
90 77.6 What guidance and counseling responsibilities 
are provided? 
90 77.6 What type of records are required? 
90 77.6 What library services are provided? 
90 77.6 What lesson plans are necessary and what form 
will be used in their writing? 
88 75.8 When are teachers expected to report at school 
daily? 
88 75.8 What pre-school meetings are required? 
88 75.8 What extra-curricular duties and committee 
work will be assigned? 
87 75.0 The community's ability to support the school 
financially? 
87 75.0 What is the enrollment by grade and class? 
The items-WHich at least 25 percent of the ll6 beginning 
teachers rated as being of little importance or of no impor­
tance to receive information about were listed in Table 21. 
There were seven induction problems receiving a low importance 
rating from the beginning teachers as compared to two induction 
problems so listed by the education students. 
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Table 21. Problems rated as being of little importance or of 
no importance for which information is desired by 
at least 25 percent of the ll6 beginning teachers 
No. Percent Problem 
69 59.5 Transportation facilities in and out of town. 
49 42.2 What are the names of all the district super­
visors and their subject areas? 
45 38.8 Dominant racial or nationality groups in the 
community? 
43 37.1 Names and position of prominent community 
leaders. 
39 33.6 Other schools in the community (private and/or 
public). 
39 33.6 Will the students know me? 
32 27.6 How many teachers are in the school? 
It may be observed from an inspection of the data in 
Table 19 and Table 20 that the Education 426 students ranked 
the following problems as being relatively important on which 
to receive information in addition to those listed by the be­
ginning teachers; 
What is the local school philosophy? 
What are the school's policies in regard to extra pay for 
extra work? 
Community health facilities. 
Is there a compilation of teacher rules and regulations? 
When are teachers free to leave school daily? 
Is there extra compensation for any pre-school meetings? 
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What personal habits are not approved by the community? 
What kind of neighborhood(s) make up our school district? 
Beginning teachers ranked the following problems as being 
relative important in addition to the common problems listed 
with the students; 
What time schedule is provided for the regular school day? 
Who is my immediate superior? 
What guidance and counseling responsibilities are 
provided? 
What extra-curricular duties and committee work will be 
assigned? 
What is the enrollment by grade and class? 
Determination of whether the rankings given the various 
induction problems is of significant difference is discussed 
in the section following. 
Analysis of variance test of the induction problems 
Bather than present every analysis of variance table, a 
summary table of only the significant F values will be used to 
present the significant findings. All tables showing a signif­
icant P-value in the analysis of variance for each item may be 
found in Appendix C, Tables 28 to 67. 
The data as reported in Table 22 has 11 induction problems 
in which there is a difference of the mean scores between the 
students and beginning teachers at the five percent level of 
significance. In addition, there were I6 induction problems 
Table 22. Summary of significant P values for Part II of the q^ uestlonnalre in a 
comparison of teachers and students 
Problem Problem F-Values 
No. Teacher- G.P.A. Interaction 
Student 
I-l Transportation facilities in and out 2.721 3.199** 5.196** 
of town 
1-2 Names and position of prominent community 11.797** <1 1.521 
leaders 
1-3 Recreational opportunities in the 11.516** <1 <1 
community 
1-4 Activities in which the community expects 27.695** 2.892 <1 , 
teachers to participate , 
1-5 Community health facilities 22.132** <1 <1 
1-6 Dominant racial or nationality groups in 28.790** 1.226 <1 
the community 
1-7 Churches in the community 12.977** 2.204 <1 
1-8 Main vocational groups in the community 7.275** <1 1.199* 
1-9 The community's ability to support the 4.123* 1.206 <1 
school financially 
I-IO Other schools in the community (private 13.7&8** <1 <1 
and/or public) 
I-ll Lack of knowledge about the community 8.904*# <1 1.3^ 9 
as a whole 
Table 22. (Continued) 
Problem Problem F-Value s 
No. Teacher- G.P. A. Interaiction 
Student 
II-5 What are the channels of authority and 4.313* <1 1.469 
grievence procedures? 
II-6 What professional ethics are observed 4.365* <1 1.277 
in the school? 
II-7 What are the policies regarding salaries, 6.139* 3-661* 1.812 
promotion, etc. 
11-11 What are the names of all the district 8.312* <1 2.455 
supervisors and their subject areas 
11-13 How many teachers are in the school? 5.065* <1 1.097 
II-14 What guidance and counseling responsi- 8.788** <1 1.371 
billties are provided? 
II-I6 Will there be specific duties, classes <1 2.923* 2.155 
and grades assigned? 
11-20 Is there a local course of study? 6.024* <1 I.898 
11-25 What are the board rules and policies? 11.278** 1.407 <1 
II-29 Is there extra compensation for any 18.205** <1 <1 
pre-school meetings? 
II-3I How is the district organized 11.873** 1.535 <1 
admini stratively? 
Table 22. (Continued) 
Problem 
No. 
Problem 
Teacher-
Student 
F-Values 
G.P.A. Interaction 
11-32 Who are the personnel employed by the 5-7^ 7* <1 I.878 
district and how can they be contacted? 
11-34 Are there teacher organizations operat- 6.615* <1 1.131 
ing in the district? 
11-42 How will I handle the money collected? I.76O 3.057* <1 
11-45 What is included in the student 5.067* 1.451 <1 
activity program? 
11-46 Tffhat are the home room responsibilities?' 10.117*^  <1 <1 
11-47 What are the child health and welfare 16.668*# <1 1,501 
services? 
III-5 What personal habits are not approved 7.573*^  1-332 <1 
by the community? 
III-7 What are the community social 4.640* <1 <1 
opportunities? 
89 
showing a significant difference of the mean scores at or be­
yond the one percent level between students and beginning 
teachers. 
Over-all college grade point averages were classified 
into four categories; (1) 2.0 to 2.5» (2) 2,51 to 3.0, (3) 
3.01 to 3.5» and (4) 3.51 to 4.0. Only three induction prob­
lems were significantly different in the mean scores by grade 
point average categories at the five percent level of signifi­
cance and only one problem had a significance at or beyond the 
one percent level of significance. The interaction between 
grade point average categories and whether a student or a be­
ginning teacher classification revealed but one induction 
problem significant and this was at or beyond the one percent 
level of significance. 
Table 23 presents the mean scores for beginning teachers 
and Education 426 students of the induction problems showing a 
significant difference between teachers and students. In each 
case, the students had a higher mean score than did the begin­
ning teachers for the same problem. Thus, one may conclude 
that the students generally viewed these induction problems as 
having more importance than did the beginning teachers. 
Analysis of Beginning Teachers' Opinions 
To check the hypotheses associated with the analysis of 
the beginning teachers' responses, as to the importance of 
receiving information on selected induction problems, an 
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Table 23. Mean scores of Induction problems having signifi­
cant P-values between teachers and students 
opinions of the relative importance of receiving 
information on selected induction problems 
Problem Induction problem Mean score 
No. Teachers Students 
1-2 Names and position of prominent 2.793 3.225 
community leaders 
1-3 Recreational opportunities in the 3.310 3.856 
community 
1-4 Activities in which the community 3*672 4.360 
expects teachers to participate 
1-5 Community health facilities 3*500 4.180 
1-6 Dominant racial or nationality 2.810 3*721 
groups in the community 
1-7 Churches in the community 3*328 3*928 
1-8 Main vocational groups in the 3*422 3*847 
community 
1-9 The community's ability to support .4.043 4.4l4 
the school financially 
I-IO Other schools in the community 2.940 3*631 
(public and/or private) 
I-ll Lack of knowledge about the com- 3*440 3*901 
munity as a whole 
II-5 What are the channels of authority 4.155 4.378 
and grievence procedures? 
II-6 What professional ethics are 4.216 4.450 
observed in the school? 
II-7 What are the policies regarding 4.517 4.649 
salaries, promotion, sick leave, 
retirement and absence? 
11-11 What are the names of all the dis- 2.621 3*153 
trict supervisors and their subject 
areas? 
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Table 23. (Continued) 
Problem Induction problem Mean score 
No. Teachers Students 
11-13 How many teachers are in your 
school? 
3.164 3.441 
II-14 What guidance and counseling re­
sponsibilities are provided? 
4.198 4.459 
11-20 Is there a local course of study? 3.707 3.928 
11-25 Whgt are the board rules and policies?4.267 4.640 
11-29 Is there extra compensation for any 
pre-school meetings? 
3.353 3.982 
11-31 How is the district organized 
admini stratively? 
3.190 3.613 
11-32 Who are the personnel employed by 
the district and how can they be 
contacted? 
3.250 3.459 
11-34 Are there teacher organizations 
operating in the district? 
3.664 3.928 
11-45 What is included in the student 
activity program? 
3.578 3.874 
11-46 What are the home room responsi­
bilities? 
3.466 3.892 
11-4? What are the child health and welfare 
services? 
3.526 3.955 
III-5 What personal habits are not approved 3.53^  
by the community? 
3.955 
III-7 What are the community social 
opportunities? 
3.405 3.685 
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analysis of variance was performed on each problem. In each 
case the score on the particular induction problem was the 
dependent variable and the beginning teachers over-all college 
grade point average and the total enrollment of the school 
district in which the teachers were teaching were the indepen­
dent variables. 
Table 24 contains a summary of all significant F-values 
for the analysis of variance computations for the ?0 induction 
problems. The complete tables for these significant values 
may be found in Appendix D, Tables 68 to 95-
Only three grade point average categories were used in 
this analysis. They were; (1) 2.0 to 2.5> (2) 2.51 to 3.0, 
and (3) 3.01 to 3.5» The grade point category of 3.51 to 4.0 
contained only 10 teachers and had no teachers in the smallest 
school enrollment category (under 500 students). With an 
empty cell, the computer program designed to handle the 
analysis of variance program with unequal numbers would not 
operate correctly. Thus, an operational decision was made to 
eliminate the 3.51 to 4.0 grade point category. 
The data in Table 24 reveal 11 Induction problems for 
which there were significant or highly significant differences 
among beginning teachers according to the over-all grade point 
average of these teachers. The null hypothesis of no differ­
ence between over-all college grade point average and the 
relative importance placed on receiving information on selected 
induction problems by beginning teachers was, therefore, rejected. 
t 
Table 24. Summary of significant P values for Part II of the questionnaire com­
paring beginning teachers by grade point and enrollment of the schools 
in which they taught 
Problem Problem F-Values 
No. G.P.A, Enrollment Interaction 
I-l Transportation facilities in and out of 3*573* <1 1.017 
town 
1-4 Activities in which the community expects 3.119* 1.542 2.186* 
I teachers to participate 
1-5 Community health facilities <1 5.714** <1 
I-ll Lack of knowledge about the community 2.433 3.252* I.076 
as a whole 
II-2 What are the school policies in regard 1.668 3.544* 1.952 
to extra pay for extra work 
II-3 What are the policies regarding salary 1.846 I.603 2.246* 
schedules 
II-5 What are the channels of authority and 1.421 1.248 3.254** 
grievence procedures? 
t 
II-7 What are the policies regarding 7.053** 3.222* 2.223* 
salaries, promotion, etc. 
Table 2^. (Continued) 
Problem Problem 
No. 
II-8 How do you determine school marks and 
evaluate pupil progress? 
II-9 Who is my immediate superior? 
11-10 What are the provisions and policies 
in regard to discipline? 
II-14 What guidance and counseling responsi­
bilities are provided? 
11-15 Are there extra-class assignments? 
11-16 Will there be specific duties, classes 
and grades assigned? 
lt-17 When is one to report for duty? 
11-18 What audio-visual equipment is available? 
11-21 When are teachers expected to report 
at school daily? 
11-22 When are teachers free to leave school 
daily? 
11-24 What time schedule is provided for the 
regular school day? 
11-28 What pre-school meetings are required? 
P-Values 
G.P.A. Enrollment Interaction 
1.58? 3.201* 
5.962** 6.251** 
3.180* 5.754** 
1.456 2.832* 
1.058 3.190* 
9.125** 7.714** 
3.086* 6.277** 
2.365 2.916* 
1.831 5.299** 
1.287 5.337** 
3.730* 3.230* 
3.404* 4.182** 
<1 
2.221* 
2.336* 
<1 
1.998 
3.368** 
2.419 
1.086 
1.945 
1.923 
1.734 
2.073 
Table 2^. (Continued) 
Problem 
No. 
Problem P-Values 
G.P.A. Enrollment Interaction 
11-30 What are the teacher welfare and 4.8^ ?** 6.748** 2.l60* 
personnel policies? 
11-35 How can I learn my way around school 3.337* 1 I.638 
quickly and efficiently? 
II-40 What is expected for the opening day of 1.851 3*579* 2.186* 
school? 
II-41 What kind of neighborhood(s) make up 1.775 2.917* 2.023 
our school district? 
11-43 Will I have all my teaching materials 2.287 2.929* 2.213 
before opening day? 
11-44 What lesson plans are necessary and what 1.820 1.710 3.537** 
form will be used in their writing? 
11-46 What are the home room responsibilities? 1.239 4.745** 1.715 
III-2 Whom do I see for living accomodations? 1 1.332 2.277* 
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Inspection of Table 25j giving the mean scores of impor­
tance according to the over-all grade point averages, reveals 
that eight of the 11 problems, in which there was a signifi­
cant or highly significant difference among the mean scores of 
beginning teachers according to grade point average, were the 
low scores. The null hypothesis of no difference between over­
all grade point average and the relative importance placed on 
receiving information on selected induction problems by begin­
ning teachers was rejected. That is, generally the teachers 
with higher grade point averages wish more information than 
teachers with lower grade point averages, 
A study of Table 26, mean scores of importance of induc­
tion problems having significant P-values among the four en­
rollment categories, shows that in each of the 20 problems 
having a significant or highly significant difference, the 
scores are the highest in one of the two largest enrollment 
categories. Twelve of the highest mean scores are found in the 
enrollment category of 2,000 or more students and eight of the 
highest mean scores are found in the enrollment category of 
801 to 2,000 students. 
The null hypothesis of no relationship between the total 
school enrollment and the relative importance placed on re­
ceiving information on selected induction problems was rejected. 
It would appear that beginning teachers who taught in the larger 
schools tend to view the importance of receiving information 
Table 25. Mean scores of importance of induction problems having significant 
F-values among the various grade point average categories of beginning 
teachers 
Problem Induction Problem G.P.A. 
No. 2.0 to 
2.50 
2.51 to 
3.00 
3.01 to 
3.50 
I-l Transportation facilities in and out of town. 3.000 2.359 1.932 
1-4 Activities in which the community expects 
teachers to participate. 
3.154 3.734 3.759 
II-7 What are the policies regarding salaries, 
promotion, etc.? 
4,000 4.625 4.586 
II-9 Who is my immediate superior? 3.923 4.359 3.828 
11-10 What are the provisions and policies in 
regard to discipline? 
4.714 4.656 4.483 
11-16 Will there be specific duties, classes and 
grades assigned? 
3.923 4.578 4.724 
11-17 When is one to report for duty? 4.000 4.484 4.4l4 
11-24 What time schedule is provided for the 
regular school day? 
3.846 4.203 4.483 
11-28 What pre-school meetings are required? 3.769 4.313 4.000 
11-30 What are the teacher welfare and personnel 
policies? 
3.385 4.000 4.069 
11-35 How can I leam my way around school quickly 
and efficiently? 
3.385 4.047 3.621 
Table 26. Mean scores of importance of induction problems having significant 
F-values among the various enrollment categories of the schools in which 
the beginning teachers taught 
Problem Induction Problem Enrollment 
No, Under 
500 
500-
800 
801-
2000 
Over 
2000 
I 
-5 Community health facilities 3.353 2.682 3.687 3.886 
I -11 Lack of knowledge about the community as a 
whole 
3.471 3.227 3.875 3.057 
II -2 What are the school policies in regard to 
extra pay for extra work 
3.824 3.273 4.406 3.829 
II r? What are the policies regarding salaries, 
promotion, etc.? 
4.412 4.227 4.688 4.657 
II How do you determine school marks and 
evaluate pupil progress? 
4.118 4.045 4.469 4.543 
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-9 Who is my immediate superior? 3.765 3.838 4.438 3.923 
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-10 What are the provisions and policies in 
regard to discipline? 
4.412 4.091 4,. 656 4.715 
II 
1 
-14 What guidance and counseling responsi­
bilities are provided? 
4.059 3.682 4.375 4.514 
4 11-15 Are there extra-class assignments? 4.118 4.136 4.625 4.343 
11-16 Will there be specific duties, classes 
and grades assigned? 
4.118 4.227 4.750 4.743 
11-17 When is one to report for duty? 4.118 3.864 4.594 4.714 
11-18 What audio-visual equipment is available? 4.118 4.045 4.563 4.400 
11-21 When are teachers expected to report at 
school daily? 
3.765 3.409 4.031 4.457 
Table 26. (Continued) 
Problem Induction Problem Enrollment 
No. Under 500- 801- Over 
500 800 2000 2000 
11-22 When are teachers free to leave school daily? 3.706 3. 273 3.813 4.429 
11-24 What time schedule is provided for the regu­
lar school day? 
3.941 3. 954 4.313 3.846 
11-28 What pre-school meetings are required? 4.059 3. 818 4.344 4.400 
11-30 What are the teacher welfare and 
personnel policies? 
3.882 3. 227 4.188 4.200 
II-40 What is expected for the opening day of 
school? 
3.941 3. 
0\ 0
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4.063 4.486 
II-41 What kind of neighborhood(s) make up our 
school district? 
3.705 3. 636 3.875 4.229 
11-43 Will I have all my teaching materials 
before opening day? 
3.765 4. 182 4.344 4.314 
11-46 What are the home room responsibilities? 3.059 3. 182 3.406 3.943 
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on various induction problems as being more important than the 
beginning teachers teaching in the smaller schools. 
The data in Table 24 also indicate that there were 11 in­
duction problems showing a significant difference when the 
interaction between over-all grade point average and district 
enrollment were considered. These significant interactions 
meant that the importance placed on receiving information about 
induction problems by district enrollment was not consistent 
within the categories of grade point average for these prob­
lems. Thus, the null hypothesis of independence of total 
school enrollme_^ t_and over-all college grade point average to 
the relative importance placed on receiving information on 
various induction problems was rejected. 
Timing for Receiving Information on the Various 
Induction Problems 
The data in Table 2? contain the total number and percent­
age of the ll6 beginning teachers who received information on 
the various induction problems. In addition, the two times 
most favored by the various schools for giving this informa­
tion and the percentage this was of the total responses were 
listed in Table 2?. In all cases, the time at which the 
largest number of schools gave information on the various in­
duction problems to the beginning teachers was reported first 
and the time at which the second largest number of schools 
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gave information on various induction problems was reported 
second. 
Inspection of the data in Table 2? indicates that informa­
tion on various induction problems was received by .beginning 
teachers most often in pre-school conferences. These induc­
tion problems were: 
1. Where and how do I obtain books, supplies and 
—equipment? 
2. What are the channels of authority and gzievence 
procedures? 
3. What professional ethics are observed in the school? 
4. What are the provisions and policies in regard to 
discipline? 
5. How many teachers are in the school? 
6. What guidance and counseling responsibilities are 
provided? 
7. What audio-visual equipment is available? 
8. What is the enrollment by class and grade? 
9. When are teachers expected to report at school daily? 
10. What type of records are required? 
11. What time schedule is provided for the regular school 
day? 
12. What are the board rules and policies? 
13. Who are the central office personnel and what is 
their area of responsibility? 
14. What are the teacher welfare and personnel policies? 
15. How is the district organized administratively? 
16. What library services are provided? 
102 
17. Are there teacher organizations operating in the 
district? 
18. How can I learn my way around school quickly and 
efficiently? 
19. What does the principal expect of me this first year? 
20. Will I have all my teaching materials "before opening 
day? 
21. What lesson plans are necessary and what form will 
be used in their writing? 
22. What are the home room responsibilities? 
23. What extra-ourrloular duties and committee work will 
be assigned? 
24. How will I meet my grade level and subject colleagues? 
25. Is there a compilation of teacher rules and 
regulations? 
26. When are teachers free to leave school daily? 
27. How can I get to know all the faculty? 
28. Who can I turn to for advice? 
29. What is expected for the opening day of school? 
Information on induction problems which came before a 
contract was signed as indicated by the largest number of 
teachers receiving such information were; 
1. Transportation facilities in and out of town. 
2. Recreational opportunities in the community. 
3. Activities in which the community expects teachers to 
participate. 
4. Dominant racial or nationality groups in the 
community. 
5. Churches in the community. 
Table 27. Listing of the number and percent of the total for the two most favored 
times for schools to give information to beginning teachers and the total 
number and percent of the ll6 beginning teachers receiving information 
at any time from the schools 
Problem Times most favored for the giving Total No. receiving 
Ho. of information information 
Time No, ^ Time No. No. ^ 
I-l 6^  37 69.8 4^  6 11.3 53 45.7 
1-2 
-f 16 34.0 5^  10 21.3 47 40.5 
1-3 6 32 51.6 3 13 21.0 62 53.4 
1-4 6 21 29.6 3 19 26.8 71 61.2 
1-5 3 22 35.5 6 22 35.5 62 53.4 
1-6 6 32 52.5 3 15 24.6 61 52.6 
1-7 6 45 59.2 4 11 14.5 76 65.5 
1-8 6 36 53.7 4 11 14.5 67 57.8 
1-9 6 32 4l.l 3 15 19.2 78 67.2 
I-IO 6 38 58.5 3 9 13.8 65 56.0 
i-ll 3 11 28.2 6 11 28.2 39 33.6 
®'The information was received before signing a contract. 
^The information was received during a pre-school conference. 
°The information was received during the first nine weeks of school. 
^The information was received after signing a contract but before school 
opened. 
Table 27* (Continued) 
Problem Times most favored for the giving Total No, receiving 
No. of information information 
Time No. % Time No. # No. 
II-l 4 49 45.0 3 33 30.3 109 94.0 
II-2 6 45 48.9 3 20 21.7 92 79.3 
II-3 6 68 63.6 1® 18 16.8 107 92.2 
II-4 6 44 44.9 4 28 28.6 98 84.5 
II-5 4 43 43.0 2 28 28.0 100 86.2 
II-6 4 35 38.9 6 16 17.8 90 77.6 
II-7 6 57 52.3 4 24 22.0 109 94.0 
II-8 3 42 44.2 4 37 38.9 95 81.9 
II-9 6 4l 41.4 4 38 38.4 99 85.3 
11-10 4 50 48.5 3 26 25.2 103 88.8 
11-11 1 13 30.2 4 13 30.2 . 43 37.1 
11-12 6 84 80.8 4 11 10.1 104 89.7 
11-13 4 46 44.7 6 42 40.8 103 88.8 
II-14 4 41 39.4 6 27 26.0 lo4 89.7 
11-15 6 43 42.2 4 33 32.4 102 87.9 
II-16 6 54 50.5 3 27 25.2 107 92.2 
11-17 I 6 53 47.7 5 42 37.8 111 95.7 
®The information was received during the second semester of school. 
Table 27. (Continued) 
Problem Times most favored for the .giving Total No. receiving 
No. of information Information 
Time No.  ^ Time No.  ^ No. 
11-18 4 4o 37.0 3 29 36.9 108 93.1 
11-19 4 44 42.3 3 25 24.0 104 89.7 
11-20 3 28 35.9 5 20 25.6 78 67.2 
11-21 4 73 64.0 6 21 18.4 114 98.3 
11-22 4 73 64.0 6 20 17.5 114 98.3 
11-23 4 56 52.8 5 14 13.2 106 91.4 
11-24 4 75 67.0 5 20 17.9 112 96.6 
11-25 4 41 43.6 3 27 28.7 94 81.0 
11-26 3 29 43.9 4 16 24.2 66 56.9 
11-27 4 43 46.2 3 ;2 34.4 93 80.2 
11-28 5 47 44.3 6 38 35.8 106 91.4 
11-29 6 37 47.4 5 20 25.6 78 67.2 
11-30 4 38 40.9 6 19 20.4 93 80.2 
11-31 4 26 37.1 3 16 22.9 70 60,3 
11-32 3 31 40.8 4 26 34.2 76 65.5 
11-33 4 44 42.7 3 34 33.0 103 88.8 
11-34 4 45 45.0 6 25 25.0 100 86.2 
11-35 4 32 43.2 5 15 20.3 74 63.8 
11-36 4 34 45.9 3 22 29.7 74 63.8 
Table 27. (Continued) 
Problem Times most favored for the giving Total No. receiving 
No. of information information 
Time No. % Time No. % No. % 
11-37 3 19 42.2 5 10 22.2 45 38.8 
11-38 4 29 41.4 3 17 24.3 70 60.3 
11-39 4 39 44.8 3 20 23.0 87 75.0 
II-40 4 67 72.8 5 15 16.3 92 . 79.3 
II-41 6 32 36.8 3 26 29.9 87 75.0 
11-42 3 45 51.7 4 31 35 • 6 87 75.0 
11-43 4 42 50.0 5 26 31.0 84 72.4 
11-44 4 29 74.5 5 13 12.3 106 91.4 
11-45 3 39 43.3 4 34 37.8 90 77.6 
11-46 4 40 54.1 3 18 24.3 74 63.9 
11-47 3 35 44.3 4 33 41.8 79 68.1 
11-48 3 46 50.0 4 33 35.9 92 79.3 
11-49 4 46 43.0 3 28 26.2 107 92.2 
11-50 4 34 48.6 3 21 30.0 70 60.3 
II-51 4 62 66.7 5 13 14.0 93 80.2 
III-I 6 34 57.6 5 21 35.6 59 50.9 
111-2 5 32 48.5 6 31 47.0 66 56.9 
III-3 5 28 46.7 6 28 46.7 60 51.7 
III-4 6 37 52.1 5 27 38.0 71 61.2 
Table 2?. (Continued) 
Problem Times most favored for the giving Total No. receiving 
No. of information information 
Time No. % Time No. 2 No. 2 
lfl-5 6 14 31.1 4 13 28.9 45 38.8 
III-6 3 18 40.9 6 12 27.3 44 37.9 
III-7 3 17 33.3 6 15 29.4 51 44.0 
III-8 3 25 54.3 4 14 30.4 46 39.7 
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6. Main vocational groups in the community, 
7# The community's ability to support the school 
financially. 
8. Other schools in the community (private and/or public). 
What are the school policies in regard to extra pay 
for extra work? 
10. What are the policies regarding salary schedules? • • 
11. What is the local school philosophy? 
12. What are the policies regarding salaries, promotion, 
sick leave, retirement and absence? 
13. Who is my Immediate superior? 
14. What grade levels are in your school? 
15. Are there extra-class assignments? 
16. Will there be specific duties, classes and grades 
assigned? 
17. When is one to report for duty? 
18. Is there extra compensation for any pre-school 
meetings? 
19. What kind of neighborhood(s) make up our school 
district? 
20. What is the approximate cost of board and room? 
21. What type of living accomodations are available? 
22. What personal habits are not approved by the 
community? 
The induction problems which the most beginning teachers 
received information on during the first nine weeks of school 
were: 
1. Names and position of prominent community leaders. 
2. Community health facilities. 
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3. What are the names of all the dlstriot supervisors 
and their subject areas. 
4. How do you determine school marks and evaluate pupil 
progress? 
5. Is there a local course of study? 
6. What are the school history and traditions? 
7. Who are the personnel employed by the district and 
how can they be contacted? 
8. ¥111 the students know me? 
9» How will I handle the money collected? 
10. What is included in the student activity program? 
11. What are the child health and welfare services? 
12. How do we learn to operate all the office equipment 
necessary? 
13. Where can I learn about community traditions? 
14. What are the community social opportunities? 
15. How can I best secure a cooperative attitude from 
other teachers? 
There were eight induction problems which 50 percent or 
less of the beginning teachers received any information. 
These induction problems were: 
1. Transportation facilities in and out of town. 
2. Names and position of prominent community leaders. 
3. Knowledge about the community as a whole. 
4. What are the names of all the district supervisors 
and their subject areas? 
5. What personal habits are not approved by the 
community? 
6. Where can I learn about community traditions? 
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7. What are the community social opportunities? 
8. How can I best secure a cooperative attitude from 
other teachers? 
There were 13 induction problems about which 90 percent 
or more of the beginning teachers stated they received informa­
tion. These induction problems were: 
1. Where and how do I obtain books, supplies and 
equipment? 
2. What are the policies regarding salary schedules? 
3. What are the policies regarding salaries, promotion, 
sick leave, retirement and absence? 
4. Will there be specific duties, classes and grades 
assigned? 
5. When is one to report for duty? 
6. What audio-visual equipment is available? 
7. When are teachers expected to report at school daily? 
8. When are teachers free to leave school daily? 
9. What types of records are required? 
10. What time schedule is provided for the regular school 
day? 
11. What pre-school meetings are required? 
12. What lesson plans are necessary and what form will be 
used in their writing? 
13. What extra-curricular duties and committee work will 
be assigned? 
In this chapter the data on the characteristics of the 
induction programs experienced by beginning teachers were tab­
ulated and a chl-square test of independence performed on 
certain of the characteristics. In addition, an ordinal 
Ill 
ranking was made of the induction problems perceived to be the 
most important on which to receive information by both the 
Education 426 students and the beginning teachers. An analysis 
of variance test for differences between students and teachers 
by grade point averages was made for each induction problem in 
the questionnaire. Finally, the analysis of variance test waS 
used on each induction problem to check for any significant 
differences among the beginning teachers' responses when 
classified by grade point average and by the total school dis­
trict enrollment of the school systems in which they taught. 
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SUMMRÏ, CONCLUSIONS, MD RECOMMENDATIONS 
Summary of Findings 
As previously described, this study was comprised of five 
parts. The first part was to ascertain certain characteristics 
of beginning teachers' induction programs. These characteris­
tics of beginning teachers' induction programs were then com­
pared by total school district enrollment to determine if en­
rollment was a factor influencing teachers in their perception 
of the characteristics of their induction programs. 
A second aspect of this study was to ascertain if students 
in Education 426 classes differed significantly from the be­
ginning teachers in the relative importance they placed on 
securing information about selected induction problems. 
A third problem was to determine if Education 426 stu­
dents and beginning teachers differed significantly in their 
opinion on the relative importance of receiving information 
about selected induction problems. Both students and teachers 
were categorized by grade point average for this analysis. 
A fourth problem was to ascertain significant differences 
of only beginning teachers on the relative importance they 
placed on receiving information about selected induction prob­
lems. The beginning teachers were categorized by over-all 
college grade point average and by the total school enrollment 
in the districts where they taught. The statistical tests 
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were designed to measure the significance of any difference 
that occurred. 
Finally, it was desired to obtain information as to the 
timing when information was received from the schools on the 
various induction problems. 
The data were collected by means of a questionnaire used 
in the fall and winter Education 426 classes and a mailed 
questionnaire sent to graduates of Iowa State University who 
entered the teaching profession in Iowa for the I967-1968 
school year. 
The questionnaire used in collecting the data consisted of 
two parts. The first part was constructed to identify charac­
teristics of induction programs experienced by beginning 
teachers. The second part consisted of 70 selected induction 
problems which all respondents rated as to the relative impor­
tance they placed on receiving information about these problems. 
The beginning teachers also noted the time that such information 
was received if it was received at all. 
Characteristics of the beginning teachers' induction program 
Of the 116 beginning teachers, more taught larger classes 
in the larger school districts. However, 90*5 percent of the 
beginning teachers spent at least 50 percent of their time 
teaching in the area of their major preparation. Only 4.3 
percent of these new teachers felt their teaching load was less 
than the experienced teachers. 
Il4 
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Nineteen percent of the beginning teachers stated they had 
no induction program while 30.2 percent indicated an informal 
type induction program. There was a definite relationship 
"between the type of induction program and the total school en­
rollment. The data in the chi-square contingency table indi­
cated that the larger school district had more formal programs 
than expected and the smaller school districts had fewer formal 
programs than expected. 
Even though 81 percent of the teachers indicated the 
presence of some type of induction program in their system, 
only 67.2 percent thought an induction program was necessary 
in their school. Those teaching in larger schools generally 
were of the opinion that induction programs were necessary while 
those teaching in smaller school districts generally were of 
the opinion that induction programs were not as important. 
Only 6.9 percent of the teachers thought their induction 
program extended beyond four days. The majority (44 percent) 
indicated that their induction program's length was from two 
to four days in duration. 
Nine or 7.8 percent of the II6 beginning teachers were 
consulted about items they would like to have included in 
their induction programs. The other 82.2 percent either did 
not have an induction program or, if they did, were not 
consulted about the content of that program. 
It was the practice for all but 3 or 2.6 percent of the 
teachers not to receive extra renumeration for attending 
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pre-sohool Induction conferences. 
When asked to indicate on a continuum from very beneficial 
to no benefit, 51*8 percent of the teachers rated their induc­
tion program as being of some degree of help in increasing 
their teaching effectiveness. By the same token, 28.5 percent 
stated that their induction program was of less than average 
to no benefit in increasing their teaching effectiveness. The 
chi-square test of independence revealed a highly significant 
relationship in the amount of benefit the induction program had 
and school district enrollment. The teachers in the largest 
districts reported their induction program to be of more bene­
fit to them than did the teachers in the smaller school 
districts. 
Fellow teachers were the choice as the best single source 
of Information on induction problems by 50.0 percent of the 
beginning teachers. The other best single sources mentioned 
were principals (31.0 percent), superintendents (9.5 percent), 
other administrative staff (5.2 percent), teachers' handbooks 
(2.6 percent), and inservice meetings (1.7 percent). 
When asked their perception on the general timing for re­
ceipt of Induction information, 69.8 percent stated they 
thought the timing was about right for maximum benefit. Only 
1.7 percent thought the information was received too soon for 
maximum benefit while 28.5 percent thought the information was 
generally received too late for maximum benefit. 
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Student versus teacher analysis 
Education 426 students perceived 33 induction problems to 
be important or very important on which to receive information. 
These problems were so Judged by at least 75 percent of the 
111 respondents. This was five more than the beginning teach­
ers had judged important. 
By contrast, the students only had two problems which 25 
percent or more of the respondents chose as being relatively 
unimportant for which Information was desired. Students had a 
general tendency to mark their responses higher as far as the 
relative importance they placed on receiving information about 
these induction problems, than did the teachers. The analysis 
of variance test run on each induction problem also showed 11 
problems differing at the five percent level of significance 
and l6 problems differing at the one percent level of signifi­
cance. In each case, students ranked the problems as being 
more important on which to receive information than did the 
beginning teachers. 
The students listed nine problems not on the teachers' 
list of induction problems for which they felt it was impor­
tant to receive information while the teachers' list contained 
five induction problems not considered important by the 
students. The nine student problems that differed generally 
concerned the school's rules and regulations while the be­
ginning teachers' list that differed generally contained prob­
lems that had more of an effect on the teaching situation. 
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Student-teacher analysis by grade point average 
There were only four induction problems of the 70 pre­
sented in which there was a significant difference among the 
four grade point categories when the student and teachers were 
so analyzed. Those in the higher grade point categories 
thought the information on these problems was more important 
than did the respondents in the lower grade point categories. 
However, since there were so few, no generalizations can be 
made. 
Analysis of beginning teachers' opinions 
When beginning teachers were analyzed by grade point 
average there were 11 induction problems having a significant 
difference at the five or one percent level of significance. 
Again, the respondents in the higher grade point categories 
placed the most importance on receiving information about 
these problems. 
Analysis of the difference among beginning teachers by 
total school enrollment categories indicated 20 induction 
problems having a significant or highly significant difference. 
Beginning teachers in the largest two enrollment categories 
placed more importance on receiving information on the various 
induction problems than did their counterparts in the smaller 
schools. Twelve of the highest mean scores of importance were 
found in the enrollment category of 2,000 or more students and 
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eight of the highest mean scores were found in the enrollment 
category of 801 to 2,000 students. 
Time when induction information was received 
Generally speaking, information on various Induction prob­
lems was most often received during a pre-school conference. 
The next most popular time, in terms of number of induction 
problems, was before a contract was signed. This would be the 
recruitment stage. The information given during prs-school 
conferences was fairly specific and generally related to pro­
cedural or organizational items. The type of information 
given before a contract was signed was more general in nature 
and Included more about the community. 
The information given on induction problems during the 
first nine weeks of school were generally problems of a more 
detailed nature, such as the grading procedure or learning of 
community traditions, and would generally require more time 
to explain. 
. At least_fifty_percent of the respondents indicated they 
had received no information concerning such personal problems 
as transportation facilities in and out of the town, personal 
habits not approved by the community, and who their supervisor 
would be. 
By contrast, there were 13 induction problems of an admin­
istrative nature necessary for a school to start properly con­
cerning such details as where to obtain books, supplies and 
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equipment, when to report at school daily, and the audio­
visual equipment available which 90 percent or more of the 
beginning teachers were informed. 
Limitations 
This investigation was confined to a study of Iowa State 
University graduates who entered teaching for the first time 
in Iowa for the 1967-I968 school year and to students in Edu­
cation, 426 elâsseg during the fall and winter quarters. Th® 
findings were based upon a 81.1 percent return of the question­
naire from the total population of Iowa State University gradu­
ates who taught in Iowa for the I967-1968 school year. It was 
assumed that beginning teachers would be aware of induction 
programs and could identify its activities if a program existed 
in the schools in which they were teaching. No generalizations 
should be made that might extend beyond the scope of the data. 
Conclusions 
As previously indicated, the problems of this study were: 
(1) to determine certain characteristics of the beginning 
teachers' induction programs, (2) to ascertain if students in 
Education 426 classes differed significantly from the beginning 
teachers on the relative importance they placed on receiving 
information on selected induction problems, (3) to determine 
if Education 426 students and beginning teachers differed sig­
nificantly in the relative importance they placed on securing 
information on various Induction problems by grade point 
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average, (4) an analysis of differences among beginning 
teachers by grade point averages and total school district 
enrollment of the schools in which they taught, and (5) to 
determine the time at which beginning teachers received their 
information on the selected information problems, if any such 
information was received at all. 
On the basis of the analyzed data from the questionnaire, 
the following conclusions were drawn; 
1. Beginning teachers are likely to have larger classes 
in the larger school districts. Part of this is due to the 
fact that there are more students per grade in the larger 
school districts which makes for more efficient use of the 
teachers. Quite often, small schools have too many students 
for one section but not enough for two sections of 20 to 25 
students, 
2. School administrators generally are not reducing the 
teaching loads for their new teachers to allow more time for 
induction and adjustment of these teachers. Only five of the 
ll6 beginning teachers queried stated that their teaching load 
was less than that of the experienced teachers in the system. 
3. Larger school districts were more inclined to have 
informal or formal induction programs than are the smaller 
school districts. Slightly more than one-half (50.8 percent) 
of the beginning teachers participated in a formal induction 
program and 30.2 percent of the beginning teachers participated 
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in an informal induction program. The smallest school districts 
(less than 500 students) are more inclined not to have any 
type of induction program. With fewer new teachers, the 
smaller schools probably do not feel the need for an induction 
program. 
4. In contrast to the 94 or 81 percent of the beginning 
teachers who either had an informal or formal type induction 
program, only ?8 or 67,2 percent thought an induction program 
was necessary in their school. In the smallest school cate­
gory (less than 500 students), 64.? percent of these respondents 
stated that they did not think an induction program was neces­
sary in their school. Perhaps the closeness and frequency of 
contact in the smaller school influences the beginning 
teacher's opinion on the necessity of an induction program. 
Another reason may be the reluctance of the administration to 
carry out an induction program for only a few teachers. In 
the other three categories of enrollment the percent in each 
category who are of the opinion that an induction program is 
necessary steadily increased from 66.7 percent to 78 percent. 
This may be explained in part by more impersonality and less 
frequent contacts between teachers and administrators in the 
larger school systems which makes an induction program more 
important. 
5. It would appear that the schools in which the Iowa 
State University graduates entered the teaching profession had 
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no more than four days devoted to an induction program. Since 
93.1 percent of the beginning teachers either had no induction 
program or had one that lasted no longer than four days s it is 
likely that this induction took place during a pre-school con­
ference. This fact was substantiated in the part of the study 
dealing with the time in which induction Information was re­
ceived. These findings also agree with the conclusion Tower 
(86) reached. He concluded that a careful examination of in­
duction programs, some of which appeared glamorous, revealed a 
pattern of services lasting only a few days. This is not to 
say that there were no other induction activities, but if there 
were other induction activities, the beginning teachers did 
not recognize them as such. Therefore, one might conclude 
that, at best, they were only incidental to some other 
activity. 
6. Only 7.8 percent of the new teachers were consulted 
about items they would like to have included in an induction 
program. It is small wonder that studies, such as those con­
ducted by Barnett (5) and Ellis (23) found a lack of communi­
cation between school administrators and new teachers and that 
teachers generally found inservice meetings boring and of not 
much value. Administrators can hardly expect high enthusiasm 
for topics that may not be of interest to the new teacher. 
This may be even more evident if the pre-school meeting is for 
the entire faculty, not just the new teachers. The experienced 
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teachers will be even more bored hearing about details they 
already know and this boredom may pass on to the new teachers. 
7. Iowa schools are evidently not inclined to pay extra 
for any pre-school induction conferences since only three in­
dividuals in this study received extra remuneration for such 
conferences. It would seem that more would be gained in the 
way of expectations and results if the beginning teachers were 
paid for their time instead of making it part of the regular 
teaching contract, 
8. When measured along a continuum of no benefit, average 
benefit to very beneficial, induction programs only impressed 
1? or l4.7 percent of the beginning teachers as being above 
average benefit or very beneficial in improving their teach­
ing effectiveness. If the ultimate goal of induction programs 
is the improvement of instruction, it would appear that Iowa 
schools have some distance to go to reach this goal. Part of 
the blame may well be the result of the above mentioned facts 
such as length of the induction programs, consultation of the 
new teachers about content of the induction programs and pay­
ment for pre-school conferences. Improvement in these three 
items may do much toward improving teaching effectiveness 
through induction programs. 
9. Fellow teachers are still the best single source of 
information on induction problems. The assignment of "buddy" 
teachers facilitates this relationship. Also, new teachers 
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usually feel less embarassment in asking fellow teachers a 
question than they would in asking an administrator. Teachers* 
handbooks (2.6^) and inservioe meetings (1.7%) rank very low 
as the best single source of information on induction problems. 
This could be due, in part, to the reasons mentioned in number 
8 above, 
10. Hardly any new teachers (I.?- percent) thought they 
were receiving induction Information too soon. The majority 
(69.8 percent) of the teachers thought they had received In­
duction information at about the right time for maximum bene­
fit. The rest (28.5 percent) thought the information came too 
late for maximum benefit. The timing for releasing induction 
information could stand more attention by those in charge of 
induction programs since about 30 percent of the teachers did 
not receive information when they needed it most. This could 
be explained in part by a poor communication system. 
11. Education 426 students generally feel induction prob­
lems more important than did the Iowa State University gradu­
ates who were teaching for the first time in Iowa. The 
students also seemed more concerned about procedural policies 
and the community then did the beginning teachers. This is 
not too surprising as beginning teachers may be influenced by 
the experienced teachers and may have already obtained some of 
this information during the recruitment stage. 
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12. When considered alone, beginning teachers differed 
somewhat as to the importance of receiving information on 
selected induction problems. The general pattern seemed to be 
that teachers with lower over-all college grade point averages 
placed the least amount of importance on receiving information 
about various induction problems. Those with higher grade 
point averages were either more intelligent or better achievers 
than their counterparts. This finding is similar to that 
found by Lane (44) several years ago. One may conclude, 
perhaps, that those beginning teachers with higher grade point 
averages will want more information in an induction program 
than teachers with lower grade point averages. 
13. Beginning teachers in larger school districts want 
more information and consider the information as being more im­
portant than does the beginning teacher in the smaller schools. 
Part of the answer to this may lie in the fact that the larger 
schools also have more formal induction programs. Thus, if 
there are formal induction programs, the importance of the 
information would be stressed more than in the smaller school 
which is not as likely to have a formal induction program. 
14. Beginning teachers received information on more in­
duction problems during pre-school conferences than at any 
other time. Since most induction programs do not last beyond 
four days, most of these are of a pre-school nature which 
would explain why more information is received at this time. 
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The next most used time for giving information by schools is 
Lôfore a contract is signed. The induction information given 
at this time, however, is of a general nature concerning the 
school and the community. It is unfortunate that not much in­
formation Is received past the first few weeks of school. A 
planned program covering an entire school year would prevent 
the new teacher from "being overwhelmed with information in a 
short period of time. 
16. Less than half the beginning teachers received much 
information about the community, its leaders, traditions and 
the expectations it has for its teachers. How can teachers 
make use of community resources in their teaching without 
having information or knowledge about these resources? Know­
ing who the community leaders are is very helpful in securing 
the cooperation so often needed in school situations. However, 
until the teachers are satisfied with the information directly 
related to their classroom work, they probably will not desire 
much information about the community. 
Discussion and Hecommendations 
The data requested from Education 426 students and 
beginning teachers in Iowa who graduated from Iowa State 
University should be helpful to the prospective teacher, those 
charged with the training of teachers and those whose main 
task is the training of administrators. 
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It would be hoped that prospective teachers could gain a 
better Insight into the induction procedure and the part that 
he should play in this procedure. Hopefully, the results of 
this study would help make the prospective teacher more a part 
in spreading induction programs to all schools. 
For those whose basic task is that of training teachers, 
alterations and/or additions to basic education courses should 
be made to Include more information on induction programs. 
Basically, all that new teachers can expect in Iowa are induc­
tion programs of a few days' duration. Perhaps the college could 
provide experiences in areas such as extra-classroom duties, 
teacher-administration-supervisor relationships, curriculum 
planning and coËmunlty school relationships. Prospective 
teachers could, by asking for "enough information, force some 
schools reluctant to install a longer, more complete induction 
program to install such a program for the sake of saving the 
administrator's time if for no other reason. Promotion of in­
duction programs should become a part of every teacher's organ­
ization. New teachers, properly informed, could help bring 
about this promotion of induction programs by teachers' organ­
ization much sooner. 
For those engaged in training school administrators, the 
results of this study should have many implications. First, 
more schools need financial backing for Induction programs. 
The leadership of the administrator is vital in securing the 
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needed funds from his board of education. Boards of education 
thus will need to be shown the importance of induction pro­
grams in relation to the total teaching process. In addition, 
released time and smaller class loads would benefit the induc­
tion program. School boards will need to be shown the valid­
ity of this practice since it will mean hiring extra teachers 
to take up the slack left by the reduced teaching loads. First 
of all, however, the administrator needs to be convinced of the 
Value of induction programs before he can convince his school 
board. 
Another need is in the area of planning the induction 
program. School administrators would do well to let the major 
portion of the induction program planning rest in the hands of 
the teachers themselves. Above all, new teachers should be 
asked through a check-list or open-ended type question or a 
combination of both what they want in their induction program. 
This is not to say the program should be without direction. 
It does mean that administrators may well find that new 
teachers do not need nor want everything he has to give them. 
It may mean that the administrator may discover that the in­
duction program will have to be tailored to fit individual 
needs in addition to the basic needs of all. It is ironic 
that teachers are constantly being told to teach individuals 
not classes, yet they are not dealt with individually very 
often in an induction program. 
129 
School administrators in the smaller schools need to be 
taught the importance of induction programs. Most of the Iowa 
schools are still small, but this should not excuse the admin­
istrator from having a good induction program. The induction 
of two or three new teachers in a small school should be as 
important as the induction of $0 or more new teachers in a 
large school. 
Finally, administrators need to involve the community 
leaders in the induction program. In this way, the beginning 
teacher can learn more about the community, who its leaders 
are and what the community's traditions are. This should be a 
gradual process so that the new teachers is not overwhelmed 
with information in a short period of time. Administrators 
need to have this impressed upon them more than it has been 
stressed in the past. 
Guidelines for a model induction program are provided in 
Appendix E, page 185. 
Recommendations for further research 
Several research studies are suggested by the results of 
this survey. A large portion of this study identified and ex­
amined characteristics of the type of induction programs ex­
perienced by recent Iowa State University graduates teaching 
in Iowa. 
A similar type study using beginning teachers in Iowa 
schools from several institutions training teachers would 
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provide a more comprehensive picture of induction programs in 
Iowa schools. 
Another similar type study could be made using Iowa State 
University graduates teaching in other states as well as Iowa 
so that a state comparison could be made of induction programs. 
An experimental study of similar sized schools having 
good induction programs and poor or no induction programs would 
be beneficial in measuring teacher satisfaction, effectiveness 
and general contribution induction programs can make to 
teaching. This type of study would of necessity be a longi­
tudinal study. 
An interesting study could be conducted in which part of 
the education students could be given intensive counseling in 
what to seek in an induction program. A comparison of their 
induction programs with students not having this counseling 
could be made. 
A study in depth of induction programs in a stratified 
random sample of various school sizes could give some insights 
to the results and depth of the induction programs in Iowa. 
Evaluation studies of existing administrative training 
programs and methods of teaching administrators about in­
duction programs should be conducted. 
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APPENDIX A: QUESTIONNAIRE AND FOLLOW-UPS FOR 
BEGINNING TEACHERS 
1^1 
IOWA STAT 13 UNIVERSITY 
O F  S C I E N C E  A N O  T E C H N O L O G Y  
Ames .  Iowa  60010  
Code NOi 
DEPARTME»4Y BP EBtJSATlQN 
Dear Colleague; 
The questionnaire below is part of a research study to measure some 
attitudes about, teacher induction as perceived by first year teachers from 
Iowa State University. It is hoped that this study will further contribute 
toward better instruction for Iowa State University students majoring in 
education, especially in the adjustment to the initial teaching situation. 
Teacher induction includes all admitiisrraUive and supervisory aid of a 
personal, professional and social nature designed to implement the total 
assimilation of the teacher into the school and community and with the 
students, staff, administration and profession. Induction is often used 
synonymously with teacher orientation. 
Completion of the form requires but 15 to 20 minutes of your time. We 
should very much appreciate your cooperation by completing the questionnaire 
and returning it in the enclosed stamped, self-addressed envelope.  ^in­
dividual will be identified in this study. The returns will be treated as 
confidential and Iji total and not individually. Thank you very much for 
your time and assistance. 
Sincerely, 
Richard D. Mynster 
Educational Research Fellow 
Sincerely, ^ 
Richard P. Manatt 
Associate Professor of Education 
PART I 
Please provide the information as requested below by checking the appropriate 
blanks. 
1. Sex: 2. Marital status: 
a. Male a. Married 
b. Female b. Single 
c. Other 
3. What was your cumlative grade poiiit average upon graduation from I.S.U.? 
a. 2.0 to 2.5 
b. 2.51 to 3.0 
c. 3.01 to 3.5 
d. 3.51 to 4.0 
142 2 
4. What is the average enrollment of the class(es) which you teach? 
a. 20 or below 
b. 21 to 30 
c. 31 to 40 
(I. Over 40 
5. Do you spend the majority (over 50%) of your time teaching in your major 
area of preparation? 
a. Yes 
b. No 
6. Check the statement below which best describes your teaching load in 
relation to the experienced teachers in your school. 
a. My teaching load has been less than the experienced teachers. 
b. My teaching load has been about the same as the experienced 
teachers. 
c. My teaching load has been greater than that of the experienced 
teachers. 
7. Check the type of induction or orientation program which best describes 
the program you had this year as a new teacher. 
a. There was no induction program, as such, carried on that I could 
perceive. 
b. There was an informal type program of teacher induction provided 
upon teacher request or was incidental to other programs. 
c. The induction program was a formal program with scheduled activities 
and with administrative leadership. 
8. Do you think an organized induction program is necessary in your school? 
a. Yes 
b. No 
9. Check below the item which best indicates the length of your school's in­
duction program. 
a. Does not apply since we have no induction program 
b. One day 
c. Two to four days 
jd. One to two weeks 
_e. One-fourth of the school year 
_f. One semester 
_g. Throughout the entire school year 
10. Were you consulted regarding the items that you would like to have included 
in this year's induction program? 
a. Does not apply since we had no induction program 
b. Yes 
c. No 
11. What monetary remuneration did you receive for attending induction con­
ferences before school officially began? 
a. Does not apply because we had no pre-school conference for this. 
b. It was part of the regular teaching contract, so was not extra. 
c. It was pro-rated according to the contract amount 
jd. Other (please specify the amount per day) $ 
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INSTRUCTIONS FOR PART II 
COLUMN I. In Part II, there are listed some of the problems 
that have bothered, other new teachers in their attempt to 
adjust to a new sc-hool and oommunlty. Please Indicate the 
Importance you would place on each statement by placing the 
number '1', '2', '3'> '4' or •5' in Column I according to the 
following scale; 
5 - if you feel it is VERY IMPORTANT to receive informa­
tion about the problem 
4 - if you feel it is IMPORTANT to receive information 
about the problem 
3 - if you feel it is DESIRABLE to receive information 
about the problem 
2 - if you feel it is OP LITTLE IMPORTANCE to receive 
Information about the problem 
1 - if you feel it is OF NO VALUE to receive information 
about the problem 
COLUMN II. Mark the appropriate number in Column II ONLY if 
information about the problems listed in Part II was supplied 
to you. If such information was given you, indicate the time 
at which it was.supplied by placing the number '1', '2', '3'j 
'4*, *5' or '6' in Column II according to the'following time 
schedule; 
6 - if the information was received BEFORE SIGNING A 
CONTRACT 
5 - if the information was received AFTER SIGNING A 
CONTRACT BUT BEFORE SCHOOL OPENED 
4 - if the informiation was received DURING A PRE-SCHOOL 
CONFERENCE 
3 - if the information was received DURING THE FIRST NINE 
WEEKS OF SCHOOL 
2 - if the information was received DURING THE SECOND 
NINE WEEKS OF SCHOOL 
1 - if the information was received DURING THE SECOND 
SEMESTER OF SCHOOL 
1# ^ 
12. What is your opinion concerning the effect of the orientation or induction 
program in your school district on increasing your teaching effectiveness? 
a. Does not apply since our school district had no induction program 
. b. Very beneficial in improving my teaching effectiveness 
c. Of more than average benefit in improving my teaching effectiveness 
d, Of average benefit in improving ay teaching effectiveness 
e. Of less than average benefit in improving ray teaching effectiveness 
fOf no benefit in improving my teaching effectiveness 
PART II 
Use the,instructions on the colored insert sheet for Part II, 
PROBLEMS CONCERNING THE COMMUNITY IN AN INDUCTION PROGRAM 
CÔL. 
I 
COL. 
II 
1. Transportation facilities in and out of town 
2. Names and position of prominent community leaders 
3. Recreational opportunities in the community 
4. Activities in which the community expects teachers to participate 
5. Community health facilities 
6. Dominant racial or nationality groups in the community 
7. Churches in the community 
8. Main vocational groups in the community 
9. The community's ability to support the school financially 
10. Other schools in the community (private and/or public) 
11. Lack of knowledge about the community as a whole 
PROBLEMS CONCERNING THE PROFESSION IN AN INDUCTION PROGRAM 
COL. 
I 
COL. 
II 
1. Where and how do I obtain books, supplies and equipment? 
2. What are the school policies in regard to extra pay for extra 
work? 
What are the policies regarding salary schedules? 
What is the local school philosophy? 
What are the channels of authority and grievence procedures? 
What professional ethics are observed in the school? 
What are the policies regarding salaries, promotion, sick 
leave, retirement and absence? 
How do you determine school marks and evaluate pupil progress? 
Who is my immediate superior? 
What are the provisions and policies in regard to discipline? 
11. What are the names of all the district supervisors and their 
subject areas? 
What grade levels are in your school? 
How many teachers are in the school? 
14. What guidance and counseling responsibilities are provided? 
15. Are there extra-class assignments? 
16. Will there be specific duties, classes and grades assigned? 
3. 
4. 
5. 
6 .  
7. 
8. 
9. 
10. 
12. 
13. 
4 
COL. 
I 
COL. 
II 
17. When is one to report for duty? 
18. What audio-visual equipment Is available? 
19. What Is the enrollment by class and grade? 
20. Is there a local course of study? 
21. When are teachers expected to report at school daily? 
22. When are teachers free to leave school daily? 
23. What types of records are required? 
24. What time schedule is provided for the regular school day? 
25. What are the board rules and policies? 
26. What are the school history and traditions? 
27. Who are the central office personnel and what is their area 
of responsibility? 
28. What pre-school meetings are required? 
29. Is there extra compensation for any pre-schooX meetings? 
30. What are the teacher welfare and personnel policies? 
31. How is the district organized administratively? 
32. Who are the personnel employed by the district and how can 
they be contacted? 
33. What library services are provided? 
34. Are there teacher organizations operating in the district? 
35. How can I learn my way around school quickly and efficiently? 
36. What does the principal expect of me this first year? 
37. Will the students know me? 
38. How can I get to know all the faculty? 
39. Who can I turn to for advice? 
40. What is expected for the opening day of school? 
41. What kind of neighborhood(s) make up our school district? 
42. How will I handle the money collected? 
43. Will I have all my teaching materials before opening day? 
44. What lesson plans are necessary and what form will be used 
in their writing? 
45. What is included in the student activity program? 
46. What are the home room responsibilities? 
47. What are the child health and welfare services? 
48. How do we learn to operate all the office equipment necessary? 
49. What extra-curriuclar duties and committee work will be assigned? 
50. How will I meet my grade level and subject colleagues? 
51. Is there a compilation of teacher rules and regulations? 
PROBLEMS CONCERNING PERSONAL ADJUSTMENT IN AN INDUCTION PROGRAM 
COL. 
I 
COL. 
II 
1. What is the approximate cost of board and room? 
2. Whom do I see for living accomodations? 
3. When is the best time to make arrangements for living ac-
'comodations? 
4. What type of living accomodations are available? 
5. What personal habits are not approved by the community? 
6. Where can I learn about community traditions? 
l46 
COL. COL. 
I II 
7. What are the community social opportunities? 
8. How can I best secure a cooperative attitude from other 
teachers? 
DID YOU CHECK COLUMN II ONLY IF THE INFORMATION WAS SUPPLIED TO YOU IN ONE 
FORM OR ANOTHER? 
Check the blank that best describes the one source of information that was 
of the most benefit to you. 
a. The superintendent 
b. The principal 
c. Other administrative staff 
d. A teacher's handbook 
e. Fellow teachers 
f. Students 
g. In-service edyeation meetings 
Which of the following statements best describes your perception in regard 
to the time at which information was generally given to you? 
a. Too soon for maximum benefit 
b. At about the right time for maximum benefit 
c. Too late for maximum benefit 
THANK YOU FOR YOUR COOPERATION IN COMPLETING THIS QUESTIONNAIRE. PLEASE 
RETURN IN THE SELF-ADDRESSED, STAMPED ENVELOPE PROVIDED. YOU NEED NOT 
RETURN THE SHEET CONTAINING THE DIRECTIONS FOR PART II. 
14? 
IOWA STATE UNIVERSITY 
O f  S C I E N C E  A N D  T E C H N O L O G Y  
Ames ,  Iowa  60010  
OaS^ ASTMENT Of EBUCATI9N 
Dear Colleague, 
A short time ago we sent a copy of the enclosed questionnaire co 
the recent graduates of Iowa State University who are teaching in Iowa 
schools. Thus far some fifty percent have been returned. Though this 
is a considerable number, we Ure hopeful that every one in the Htudy 
will be represented. 
As of this date we have not received the questionnaire which was 
mailed to you on March 25. If you have recently returned this question­
naire, please ignore this communication. 
Certainly there is a multiplicity of reasons why some questionnaires 
have not been returned. However, we hope that, you will not object to 
our asking for your cooperation in completing the enclosed questionnaire 
at your earliest convenience. 
May we express our appreciation for your fine cooperation which 
makes this study possible. 
Sincerely yours, Sincerely yours, 
(^ \tkiuSQ' 
Richard P. Manatt Richard D. Munster 
Associate Professor of Education Educational Research Fellow 
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IOWA STATE UNIVERSITY 
O F  S C I E N C E  A N D  T E C H N O L O G Y  
Ames ,  Iowa  60010  
D S P A H T M S N T  O f  g p U C A T I O N  
Dear Teacher; 
A follow-rup letter and a copy of the enclosed questionnaire were sent 
to you a short time ago. We have thus far received responses from about 
80 percent of the population. We are particularly interested in having 
your response Included in our summary. 
As of this date, we have not received the questionnaire which was 
mailed to you. If you have recently returned this questionnaire, please 
ignore this communication. 
Your cooperation is both needed and appreciated in gathering data 
for this study. 
Sincerely, Sincerely, 
Richard P. Manatt 
Associate Professor of Education 
Richard D. Munster 
Educational Research Fellow 
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APPENDIX B: QUESTIONNAIRE FOR EDUCATION 
426 STUDENTS 
150 
Dear Student* 
The folloïdng giiestlonnalre Is dealgned to . determine what you, as pros-
peotlve teaohep, mi^t feel to be i^orfcant in the teaohar induction pro* 
gram in the school in which you hope to teach next year. 
Teacher induction includes all adBtrdfltsative and superTiaory aid of a 
personal, professioncQL and social nature designed to iiaplement the total 
aselmilation of the teacher into the school end commmity and with the 
students, staff, administration and profession# 
It is hoped that through this study, the edùcatioa degartiait can cm# re 
what you feel important, in an induction program, to what first year teachers 
in the field jkel in^xxrtant in the teacher induotion program* ]h this way 
it is hoped that the education departmsnt can Wtter ^ pare and insnre 
that teadhers graduatiag Arm lom State nuiverslty will know the proper 
questions to ask to makë' a tetter personal, professional sad oommimity,, 
adjustment to the initial teaching situation* 
No individual will jto identified this sttuiv. The questionnaires will be 
treated as confidential and ja total and ggt todividaallg. Thank yon veiy 
mudh fbr your time and cooperation. 
Sincerely, Sincerely, 
Richard P« Mahatt 
Associate Professor of Eêhieallon 
Ri(Aard D. Monster 
E£xcatl(»al Reseer# Fellow 
par I 
Please provide the information as requested below by checking or filling in 
the appropriate blanks* 
1. Name 
2. Seoct 
(Last) (First) (Middle) 
.Male 
Female 
3, Age as of last birthday: 
*—35-39 
zo or over 
4# Are you plnnning to make a career of twching? 
—ir 
2 
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5« What is the college in which you are enrolled? 
Coliflgfl of Agricultore 
College of Bagineerlng 
College of ficuoe Eoonomice 
College of Soienees and Buoanitiee 
College of Veterinary Medicine 
6» Do yoa think aa ioduction larogram is neoeaeary in a aohool systom? 
Yea 
?m n 
Listed WaW are acm of tha proUess that have bothered other new teaehwa in 
their attempt to ^ ust to a new achotC. and comunity* Please indicate the im­
portance you would place on êà^h owtmmt ey plaeiag an BZ* in th@ 
according to the following acalet 
5 * if you feel the problem or practice VMt IMPORTANT 
it » if you feel Idle prohlem or practice IMPORTANT 
3 « if yon feel the problem or practice KESIRABLË 
2 » if y6U feel the probiaa or practice is of LITTLS IMPORTANCE 
1 - if you feel the problem or practice is of NO VALUE 
PROBLEMS AND PRACTICES CONCERNING THE COMmflTI IN AN INDUCTION PROGRAM 
Transportation facilities in and out of town 
Names and positions of prominent community leaders 
Recreational opportunities in the community 
Activities in nÂioh the comsuniV ejects teachers to participate 
Commnity h6al% Aicilities 
Dominant racial or nationality groups in the community 
Cbixrohes in the cosmnni'fy 
Main vocational groups in the community 
The communi1qr*B ability to stqppcrt the school financially 
Other schools in the community (private, public) 
Lack of community knowledge 
PROBLEMS AND PRACTICES COHCESNINQ THE PROFESSION IN AN INDUCTION PROGRAM 
Where and how to obtain bodes, si^ûies and equipment 
What are the sdiool policies in regard to extra pay for 
extra work 
What are the policies regarding salary schedules 
What is the local eobool idiilosopfay 
What are the chmnnmls of authority and grievence procedures 
What professional ethics are observed in the school 
What are the policies regarding salaries, promotion, sick 
leave, tenure, retirement and absence 
Hew do yon determine school marks and evaluate pupil progress 
3 1 
1. 
2. 
3. 
4. 
. 5. 
6. 
7. 
8. 
9. 
10. 
11. 
f 4 ? 1 
1. 
2. 
3. 
4. 
I: 
7. 
6. 
3 
1514 ? R 1 
! 1 
1 1 
i 
1-
; 
! 
! f 
; 
1 
( 
9o 
10. 
11o 
12» 
13. 
14>« 
15. 
l6o 
17, 
18, 
19. 
20o 
21 o 
22c 
23, 
24>6 
25. 
26. 
27, 
28a 
29. 
30o 
31 o 
32o 
33. 
34. 
35c 
36. 
37. 
38. 
39. 
40o 
41. 
42o 
43. 
44o 
45o 
46. 
47. 
48. 
49. 
50. 
51-
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Who is my immediate superior 
Whât are the provlsiona and policies in regard to dlscipllae 
What are the nenxes of all the district supervisora and their 
subject areas 
What grade levels are in your school 
llotf mny têaohêre are ia the s&hool 
What gttldaaoe aad eomaeling reaponsihilitiea are provided 
Are there extra-class assignment a 
Will there be specific duties, classe^ and grades assigned 
When is one to report for duty 
What audio-visual equipment is available 
What is the enrollment by class and grade 
Is there a local course of study 
When are tetsohera expected to report at school dai]y 
When are teachera to leave school daily 
Wliat types of records are required 
Wh.at time schedule is provided for the regular awool dtijf 
What are the board rules and policies 
What are the sdu>ol history and traditions 
Who are the central office personnel and what is tlielp area 
of responsibility 
ifftiat pre-school meetings are required 
What are the teacher welfare and personnel policies 
Is there extra condensation for any pre-school meetings 
How is the district organized admlni stratively 
Who are the personnel employed by the district and how can 
they be coutaoted 
What library services are provided 
Are ^ ere teadaer organisations operating in the district 
How can X leam my way around school quickly and efficiently 
What does the principal expect of me this first year 
Will the students know me 
How can I get to know all the faculty 
Who can I turn to for advice 
What is expected for the op^iing day of school 
What kind of naighborhood(s} make vq^ our school district 
How will I handle the money collected 
Will I have all my teaching materials before opening day 
What lesson plais are necessary and lAat form will be used 
in their writing 
What is included in the student activity program 
What are the home room responsibilities 
What are the child health sod welfare services 
How do we leam to operate all the office equipment necessary 
What extra*curricular duties and committee work will be assigned 
How will I meet ny grade level and subject colleagues 
Is there a compilation of teacher rules and regulations 
PKOBlir-fS AiiD PRACTICES CONCERNING PERSONAL ADJUSTi^ ETTr IN AN INDUCTION PROGRAM 
;9!4 2:%|1 
(' T"" 
<1 
-44-. I i 
TTT 
1o 
2. 
3o 
V/hat Ib the approximate cost of board and room 
Whom do I see for living accomodations 
When is the best time to make arrangements for living accomodations 
ilAiliâiJ 
L-L-Lll 
I M U 
LJ I  i l  
1 M M 
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4t> Whflt type ot' living accoinm&datlons ar« available 
5o What personal habits are not approved by the oommuulty 
60 Where ean X learn about isonumnity traditions 
7o- What are the oommity social opportunities 
80 Hov can X beat aeeufe a eoopefAtlve attitude from other 
tâadbera 
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APPENDIX C: SIGNIFICANT ANALYSIS OF VARIANCE TABLES COM­
PARING BEGINNING TEACHERS AND EDUCATION 426 STUDENTS BY 
GRADE POINT AVERAGE ON VARIOUS INDUCTION PROBLEMS 
155 
Table 28. Analysis of variance of item number I-l, 
tation facilities in and out of town. 
transpor-
Source d.f. 88 MS P 
Position 
(teacher or student) 
1 3.459 3.459 2.721 
Grade point average 3 12.196 4.065 3.199** 
Interaction 3 19.813 6.6o4 5.196** 
Error 219 278.299 1.271 
Total 226 313.767 
In this table and. in subsequent tables, a single 
asterisk (*) represents a significant P-value at the five 
percent level of confidence and a double asterisk (**) repre­
sents a significant P-value at the one percent level of 
confidence. 
Table 29. Analysis of variance of item number 1-2, names and 
position of prominent community leaders 
Source d.f. 88 MS P 
Position 
(teacher or student) 
1 12.871 12.871 11.797** 
Grade point average 3 .465 .155 <1 
Interaction 3 4.977 1.659 1.521 
Error 219 238.942 1.091 
Total 226 257.255 
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Table 30. Analysis of variance of item number 1-3, recrea­
tional opportunities in the community 
Source d.f. 38 MS P 
Position 
(teacher or student) 
1 11.976 11.976 11.516** 
Grade point average 3 2.527 .846 <1 
Interaction 3 .179 0
 
o\
 
0
 
<1 
Error 219 227.740 1.040 
Total 226 242.432 
Table 31. Analysis of variance of item number 1-4, activities 
in which the community expects teachers to 
participate 
Source d.f. 88 MS F 
Position 
(teacher or student) 
1 25.909 25.909 27.695** 
Grade point average 3 8.119 2.706 2.892 
Interaction 3 2.293 .764 <1 
Error 219 204.864 .935 
Total 
9 
226 241.185 
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Table 32. Analysis of variance of item number 1-5, community-
health facilities 
Source d.f. SS MS F 
Position 
(teacher or student) 
1 22.546 22*546 22.132** 
Grade point average 3 2.732 .911 <1 
Interaction 3 1.550 .517 <1 
Error 219 223,114 1,019 
Total 226 250.142 
Table 33. Analysis of variance of item number 1-6, dominant 
racial or nationality groups in the community 
Source d.f. SS MS P 
Position 
(teacher or student 
1 35.035 35.035 28.790** 
Grade point average 3 4.875 1.625 1.336 
Interaction 3 .993 .331 <1 
Error 219 266.357 1.216 
Total 226 307.260 
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Table 34. Analysis of variance of item number 1-7» churches 
in the community 
Source d,f, SS MS F 
Position 
(teacher or student) 
_ 1 14.199 14.199 12.977## 
Grade point average 3 7.235 2.412 2.204 
Interaction 3 .271 .090 <1 
Error 219 239.628 1.094 
Total 226 251.332 
Table 35. Analysis of variance of item number 1-8, 
vocational groups in the community 
main 
Source d.f. SS MS F 
Position 
(teacher or student) 
1 6.920 6.920 7.275** 
Grade point average 3 1.052 .351 <1 
Interaction 3 3.424 l.l4l 1.199 
Error 219 208.319 . .951 
Total 226 219.715 
i 
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Table 36. Analysis of variance of item number 1-9, the 
community's ability to support the school 
financially 
Source d.f. 88 MS F 
Position 1 3.332 3.332 4.023* 
(teacher or student) 
Grade point average 3 2.996 .999 1.206 
Interaction 3 1.310 .427 <1 
Error 219 181.391 .828 
Total 226 189.029 
Table 37. Analysis of variance of item number I-IO, other 
schools in the community (private and/or public) 
Source d.f. 88 MS P 
Position 1 16.714 16.724 13.768** 
(teacher or student) 
Grade point average 3 .346 .115 <1 
Interaction 3 
00 0
 .016 <1 
Error 219 266.037 1.215 
Total 226 283.155 
l6o 
Table 38. Analysis of variance of item number I-ll, lack of 
knowledge about the community as a whole 
Source d,f. 88 MS P 
Position 
(teacher or student) 
1 10.640 10.640 8.904** 
Grade point average 3 2.-455 .815 <1 
Interaction 3 4.836 1.612 1.349 
Error 219 261.736 1.195 
Total 226 279.657 
Table 39- Analysis of variance of item number II-5J  what are 
the channels of authority and grievence procedures 
Source d.f. 88 MS F 
Position 
(teacher or student) 
1 2.658 2.658 4.313* 
Grade point average 3 1.650 .550 <1 
Interaction 3 2.715 .905 1.469 
Error 219 134.972 .616 
Total 226 142.895 
l6l 
Table 4o. Analysis of variance of item number II-6, what 
professional ethics are observed in the school 
Source d,f. 88 MS P 
Position 
(teacher or student) 
1 2.995 2.995 4.365* 
Grade point average 3 .188 . 063  <1 
Interaction 3 2.618 .876 1.277 
Error 219 150.259 .686 
Total 226 156.070 
Table 41^  Analysis of variance of item number II-7, what are 
the policies regarding salaries, promotion, sick 
leave, retirement and absence 
Source d.f. ss MS P 
Position 1 2.673 2.673 6.139* 
(teacher or student) 
Grade point average 3 4.783 1.594 3.661* 
Interaction 3 2.368 .789 1.812 
Error 219 95.381 .436 
Total 226 103.205 
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Table 42, Analysis of variance of item number 11-11, what are 
the names of all the district supervisors and their 
subject areas 
Source d.f. SS MS P 
Position 
(teacher or student) 
1 9.097 9.097 8.312** 
Grade point average 3 1.859 .620 <1 
Interaction 3 8.057 2.685 2:455 
Error 219 239.587 1.094 
Total 226 258.600 
Table 43. Analysis of variance of item number 11-13, how 
many teachers are in the school 
Source d.f. 88 MS P 
Position 
(teacher or student) 
1 6.110 6.110 5.065* 
Grade point average 3 1.221 .407 <1 
Interaction 3 3.971 1.324 1.097 
Error 219 264.192 1.206 
Total 226 275.493 
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Table 44. Analysis of variance of item number 11-14, what 
guidance and counseling responsibilities are 
provided 
Source d,f. 88 MS F 
Position 
(teacher or student) 
1 6.420 6.420 8.788** 
Grade point average 3 1.224 .408 <1 
Interaction 3 3.005 1.002 1.371 
Error 219 159.931 .731 
Total 226 170.630 
Table 4^ . Analysis of variance of item number 11-16, will 
there be specific duties, classes and grades 
assigned 
Source d.f. 88 MS P 
Position 
(teacher or student) 
1 .198 .198 <1 
Grade point average 3 5.014 1.671 2.923* 
Interaction 3 3.696 1.232 2.155 
Error 219 125.185 .572 
Total 226 134.093 
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Table 46. Analysis of variance of item number 11-20, is there 
a local course of study 
Source d.f. 88 MS F 
Position 1 5.934 5.934 6.024* 
(teacher or student) 
Grade point average 3 2,861 .954 <1 
Interaction 3 5.581 1.860 1.898 
Error 219 214.675 .981 
Total 226 229.051 
Table 4?. Analysis of variance of item number 11-25, what are 
the board rules and policies 
Source d.f. 88 MS P 
Position 
(teacher or student) 
1 6.822 6.822 11.278** 
Grade point average 3 2.443 .851 1.407 
Interaction 3 1.542 .514 <1 
Error 219 132.464 . 605 
Total 226 143.382 
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Table 48. Analysis of variance of item, number 11-29» is there 
extra compensation for any pre-sohool meetings 
Source d.f. 58 MS P 
Position 
(teacher or student) 
1 17.812 17.812 18.205** 
Grade point average 3 1.316 .439 <1 
Interaction 3 2.932 .977 <1 
Error 219 214.266 .978 
Total 226 236.326 
Table 49. Analysis of variance of item number 11-31» how is 
the district organized administratively 
Souroa. d.f. 88 MS P 
Position 
(teacher or student) 
1 11.065 11.065 11.873** 
Grade point average 3 4.292 1.431 1.535 
Interaction 3 1.929 .643 <1 
Error 219 204.083 .932 
Total 226 221.368 
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Table 50. Analysis of variance of item number 11-32, who are 
the personnel employed by the district and how can 
they be contacted 
Source d.f. 88 MS P 
Position 
(teacher or student) 
7 4.991 4.991 . 5.747* 
Grade point average 3 1.434 .478 <1 
Interaction 3 4.8l6 1.605 1.878 
Error 219 187.172 .855 
Total 226 198.414 
Table 51. Analysis of variance of item number 11-34, are 
there teacher organizations operating in the 
district 
Source d.f. 88 MS P 
Position 
(teacher or student) 
1 4.704 4.704 6.615* 
Grade point average 3 1.284 .428 <1 
Interaction 3 2.414 .805 1.131 
Error 219 155.751 .711 
Total 226 164.153 
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Table 52. Analysis of variance of item number 11-42, how will 
I handle the money collected 
Source d.f. 88 MS P 
Position 
(teacher or student) 
1 1,983 1.983 1.760 
Grade point average 3 10.329 3.443 3.057* 
Interaction 3 .305 .102 <1 
Error 219 246.690 1.126 
Total 226 259.307 
Table 53» Analysis of variance of item number 11-45, what is 
included in the student activity program 
Source d.f. 88 MS F 
Position 
(teacher or student) 
1 3.819 3.819 5.067* 
Grade point average 3 3.281 1.094 1.451 
Interaction 3 .293 .098 <1 
Error 219 165.081 .754 
Total 226 172.475 
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Table 54. Analysis of variance of item number 11-46, what are 
the home room responsibilities 
Source d.f. 88 MS P 
Position 1 9 r667 9.667 10.117** 
(teacher or student) 
Grade point average 3 1 . 0 9 3  .364 <1 
Interaction 3 1.352 .451 <1 
Error 219 209.250 .955 
Total 226 221.362 
Table 55 • Analysis of variance of item number 11-47, Vfhat are 
the child health and welfare services 
Source d.f. 88 MS P 
Position 
(teacher or student) 
1 12.763 12.763 16.668** 
Grade point average 3 .454 .151 <1 
Interaction 3 3.448 1.149 1.501 
Error 219 167.696 .766 
Total 226 184.360 
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Table 56. Analysis of variance of item number III-5j what 
personal habits are not approved by the community 
Source d.f. 88 IS P 
Position 
(teacher or student) 
1 9.409 9*409 7.573** 
Grade point average 3 4.965 1.655 1.332 
Interaction 3 .724 .241 <1 
Error 219 272,090 1.242 
Total 226 287.188 
Table 57» Analysis of variance of item number 111-7, 
the community social opportunities 
what are 
Source d.f. ss MS P 
Position 
(teacher or student) 
1 4.340 4.340 4.640* 
Grade point average 3 2.505 .834 <1 
Interaction 3 .684 .228 <1 
Error 219 204.842 .935 
Total 226 212.371 
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APPENDIX D: SIGNIFICANT ANALYSIS OP VARIANCE TABLES FOR 
BEGINNING TEACHERS CATEGORIZED BY GRADE POINT 
AVERAGE AND TOTAL SCHOOL DISTRICT ENROLLMENT 
WHERE THEY TAUGHT 
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Table 58. Analysis of variance for beginning teachers of item 
number I-l, transportation facilities in and out 
of town 
Source d.f. ss MS P 
Grade point average 2 10.964 5.482 3.573** 
Enrollment of school 3 3.385 1.128 1 
Interaction 6 9.365 1.561 1.017 
Error 94 144.226 1.534 
Total 105 167.940 
I^n this table and in subsequent tables, a single 
asterisk (*) represents a significant P-value at the five 
percent level of confidence and a double asterisk (**) repre­
sents a significant P-value at the one percent level of 
confidence. 
Table 59- Analysis of variance for beginning teachers of item 
number 1-4', activities in which the community 
expects teachers to participate 
Source d.f. SS MS 
Grade point average 2 6.451 3.226 3.119* 
Enrollment of school 3 4.783 1.594 1.542 
Interaction 6 13.563 2.260 2.186* 
Error 94 97.211 1.034 
Total 105 122.008 
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Table 6o.  Analysis of variance for beginning teachers of item 
number community health facilities 
Source d,f. 88 MS F 
Grade point average 2 .203 .101 1 
Enrollment of school 3 22.234 7.411 5.714** 
Interaction 6 5.066 .844 1 
Error 94 121,920 1.297 
Total 
o
 
I—Î 
149.423 
Table 6l, Analysis of variance for beginning teachers of item 
number I-ll, lack of knowledge about the community 
as a whole 
Source d.f. 88 MS F 
Grade point average 2 6.621 3.311 2.433 
Enrollment of school 3 13.275 4.425 3.252* 
Interaction 6 8.780 1.463 1.076 
Error 94 127.888 1.361 
Total 105 156.564 
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Table 62. Analysis of variance for "beginning teachers of item 
number II-2, what are the school policies in regard 
to extra pay for extra work 
Source d.f. 88 MS P 
Grade point average 2 3.908 1.95 1.668 
Enrollment of school 3 I2A53 4.151 3.544* 
Interaction 6 13.722 2.287 1.952 
Error 94 110.115 1,171 
Total 105 140.198 
Table 63. Analysis of variance for beginning teachers of 
item number II-3» what are the policies regarding 
salary schedules 
Source d.f. 88 MS P 
Grade point average 2 2.303 1.151 1.846 
Enrollment of school 3 2.999 .999 1.603 
Interaction 6 8.405 1.401 2.246* 
Error 94 58,629 .624 
Total 105 72.336 
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Table 64. Analysis of variance for beginning teachers of item 
number II-5J what are the channels of authority and 
grievence procedures 
Source d.f. ss MS F 
Grade point average 2 1.968 .984 1.421 
Enrollment of school 3 2.591 .864 1.248 
Interaction 6 13.515 2.25 3.254** 
Error $4 65.081 .692 
Total 105 83.155 
. 
Table 65. Analysis of variance for beginning teachers of item 
number It-7, what are the policies regarding 
salaries, promotion, sick leave, retirement and 
absence 
Source d.f. SS • - -MS . P 
Grade point average 2 6.901 3.450 7.053** 
Enrollment of school 3 4.728 1.576 3.222* 
Interaction 6 6.523 1.087 2.223* 
Error 94 45.983 .489 
Total 105 64.135 
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Table 66. Analysis of variance for beginning teachers of item 
number II-8, how do you determine school marks and 
evaluate pupil progress 
Source d.f. ss MS P 
Grade point average 2 2.357 1.179 1.587 
Enrollment of school 3 7.133 2.378 3.201* 
Interaction 6 4.443 .740 1 
Error 94 69,825 ,743 
Total 105 83.758 
Table 67. Analysis of variance for beginning teachers of item 
number II-9» who is my immediate superior 
Source d.f, 88 MS P 
Grade point average 2 13.541 6.771 5.962** 
Enrollment of school 3 21.298 7.099 6.251** 
Interaction 6 15.133 2.522 2.221* 
Error 94 106.755 1.136 
Total 105 156.727 
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Table 68, Analysis of variance for beginning teachers of item. 
number 11-10 what are the provisions and policies 
in regard to discipline 
Source d.f. SS MS F 
Grade.point average 2 4.242 2.121 3.180* 
Enrollment of school 3 11.513 3.838 5.754** 
Interaction 6 9.349 1.558 2.336* 
Srror 94 62.691 .667 
Total 105 87.795 
Table 69. Analysis of variance for beginning teachers of item 
. number II-14, what guidance and counseling respon­
sibilities are provided 
Source _ SS MS F 
Grade point average 2 2.898 1.449 1.456 
Enrollment of school 3 8.453 2.818 2.832* 
Interaction 6 2.803 .467 1 
Error 94 93.536 .995 
Total 
0
 
I—t 
107.690 
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Table 70. Analysis of variance for beginning teachers of item 
number II-15, are there extra-class assignments 
Source d,f. 88 MS P 
Grade point average 2 1.307 .653 1.058 
Enrollment of school 3 5.903 1.968 3.190* 
Interaction 6 7.397 1.232 1.998 
Error 94 58.044 .617 
Total 105 72.651 
Table 71. Analysis of variance for beginning teachers of item 
number 11-16, will there be specific duties* classes 
and grades assigned 
Source d.f. 88 MS P 
Grade point average 2 9.380 4.690 9.125** 
Enrollment of school 3 11.894 3.965 7.714** 
Interaction 6° 10.385 1.731 3.368** 
Error 94 48.290 .514 
Total 105 79.949 
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Table 72. Analysis of variance for beginning teachers of item 
number 11-17» when is one to report for duty 
Source d.f. 88 MS F 
Grade point average 2 5.955 2.978 3.086* 
Enrollment of school 3 18.170 6.057 6.277** 
Interaction 6 14.005 2.334 2.419 
Error 94 90.747 .965 
Total 105 128.877 
Table 73. Analysis of variance for beginning teachers of item 
number 11-18, what audio-visual equipment is 
available 
Source d.f. 88 MS F 
Grade point average 2 2.984 1.492 2.365 
Enrollment of school 3 5.520 1.849 2.916* 
Interaction 6 4.111 .685 1.086 
Error 94 59.316 .631 
Total 105 71.931 
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Table ?4. Analysis of variance for beginning teachers of item 
number 11-21, when are teachers expected to report 
at school daily 
Source d.f. SS MS P 
Grade point average 2 4.324 2.162 1.831 
Enrollment of school 3 18.775 6.258 5.299** 
Interaction 6 13.783 2.297 1.945 
Error 94 111.034 1.181 
Total 105 147.916 
/ 
Table 75. Analysis of variance for beginning teachers of Item 
number 11-22, teachers free to leave school daily 
Source d.f. 88 MS F 
Grade point average 2 3.l4l 1.571 1.287 
Enrollment of school 3 19.547 6.516 5-337** 
Interaction 6 14.090 2.348 1.923 
Error 94 114.798 1.221 
Total 105 151.576 
c 
180 
Table 76, Analysis of variance for beginning teachers of item. 
number 11-24, what time schedule is provided for 
the regular school day 
Source d.f. 88 MS F 
Grade point average 2 6.581 3.290 3.730* 
Enrollment of school 3 8.547 2.849 3.230* 
Interaction 6 9.171 1.529 1.734 
Error 94 82.881 .881 
Total 105 107.180 
Table 77» Analysis of variance for beginning teachers of item 
number 11-28, what pre-school meetings are required 
Source d.f. 88 MS P 
Grade point average 2 5.726 2.863 3.404* 
Enrollment of school 3 10.552 3.517 4.182** 
Interaction 6 10.460 1.743 2.073 
Error 94 79.084 .841 
Total 105 105.822 
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Table 78. Analysis of variance for beginning teachers of item 
number 11-30 what are the teacher welfare and 
personnel policies 
Source d. f .  88 MS p 
Grade point average 2 8.520 4.260 4.857** 
Enrollment of school 3 17.753- 5.918 6.748** 
Interaction — - 6" • 11.363 1.893 2.160* 
Error 94 82T4Q2. .872-
• 
Total 105 120.038 
Table 79* Analysis of variance for beginning teachers of item 
number 11-35» how can I learn my way around school 
quickly and efficiently 
Source d.f. SS MS P 
Grade point average 2 8.562 4.281 3.337* 
Enrollment of school 3 2.121 .707 1 
Interaction 6 12.612 2.102 1.638 
Error 94 120.623 1.282 
Total 105 143.918 
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Table 80. Analysis of variance for beginning teachers of item 
number II-40, what is expected for the opening day 
of school 
Source d.f. 88 MS F 
Grade point average 2 3.224 1.612 1.851 
Enrollment of school 3 9.350 3.117 3.579* 
Interaction 6 11.424 1.904 2.186* 
Error 94 81.878 ,871 
Total 105 105.876 
Table 81. Analysis of variance for beginning teachers of item 
number II-41, what kind of neighborhood(s) make up 
our school district 
Source d.f. 88 MS P 
Grade point average 2 3.578 1.789 1.775 
Enrollment of school 3 8.808 2.936 2.917* 
Interaction 6 12.235 2.039 2.023 
Error 94 94.758 1.008 
Total 105 119.379 
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Table 82. Analysis of variance for beginning teachers of item 
number 11-4-3 > will I have all my teaching materials 
before opening day 
Source d.f. 88 MS P 
Grade point average 2 3.743 1.871 2.287 
Enrollment of school 3 7 . 1 8 8  2.396 2.929* 
Interaction 6 10.860 1.810 2.213 
Error 94 76.855 .818 
Total 105 98.646 
Table 83. Analysis of variance for beginning teachers of item 
number 11-44, what lesson plans are necessary and 
what form will be used in their writing 
Source d.f. 88 MS P 
Grade point average 2 3.357 1.679 1.820 
Enrollment of school 3 4.731 1.577 1.710 
Interaction 6 19.573 3.262 3.537** 
Error 94 86.696 .922 
Total 105 114.357 
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Table 84. Analysis of variance for beginning teachers of item 
number 11-46, what are the home room responsibilities 
Source d.f. SS MS P 
Grade point average Z 2.811 2,4o6 1.239 
Enrollment of school 3 l6.l57 5.386 4.745** 
Interaction 6 11.675 1.946 1.715 
Error 94 106.685 1.135 
Total 105 137.328 
Table 85. Analysis of variance for beginning teachers of item 
number III-2, who® do I see for living accomodations 
Source d.f. SS MS P 
Grade point average 2 1.226 .612 <1 
Enrollment of school 3 6.343 2.114 1.332 
Interaction 6 21.698 3.636 2.277* 
Error 94 149.154 1.587 
Total 105 178.421 
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APPENDIX E; GUIDELINES FOR A MODEL INDUCTION PROGRAM 
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The following guidelines are meant to provide the skele­
ton upon which the meat of an induction program can be placed 
that will fit the needs of the individual school and its new ' 
teachers, 
A. General principles 
1. The board of education is responsible for establish­
ing written policy to encourage an induction program, 
a. This encouragement should be in the form of per­
missive policies and budgetary support for the 
establishment and making the induction program an 
integral part of the total school plan, 
b. The board of education policy should embrace the 
general philosophy of reduced teaching loads for 
inductees to allow the gradual assimilation of the 
new teacher into the teaching profession. 
2, A cooperative planning committee should be formed to 
establish an on-going induction program. 
a. The superintendent of schools shall be ultimately 
responsible for the implementation of the program 
and the attainment of its objectives. 
b. Personnel administrators should be at least ex-
officio members of the induction committee, 
c. Other members of the induction committee should 
come from all levels of the instructional staff 
with special emphasis on those teachers who have 
just completed the induction program. 
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d. Lay persons from various community organizations 
can often be used to advantage especially as the 
program refers to community activities. 
e. Teacher training institutions should be made a 
part of the planning committee as well as helping 
•with the actual induction program where applicable. 
3. Careful attention must be given to formulating the 
objectives of the induction program to fit a particu­
lar school situation. 
a, ~The objectives in relation to the school system 
and its philosophy need to be stressed. 
(1) Explanation of the standard operating pro­
cedures for the school need to be stressed. 
(2) Promotion of understanding of specific teach­
ing assignments—its requirements and its 
- • ' expectation is needed. 
(3) Insight into the chief administrator's and 
board of education's philosophy and aims of 
education need to be made clear. 
(4) Establishment of an adequate supervisory and 
administrative aid for the new teachers should 
begin early in the year and continue through­
out the year. 
(5) The ultimate objective for the school system 
should be that of improving the learning 
situation for the children. 
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(6) It should always be kept in mind that new-
teachers should be treated in a climate of 
warm human relationships. 
The objectives relating to the community also need 
to be stressed during the induction period. 
(1) The social structure of the community should 
be explained for the city as a whole and for 
the school district in particular, 
(2) If teachers are to make maximum use of com­
munity resources in their teaching, they need 
an opportunity to meet and understand the 
people and resources in the community. 
(3) Recreational opportunities in the community 
need to be explained early in the program. 
(4) The ministerial association or some such group 
should explain the religious opportunities of 
the community, 
(5) The housing situation needs early attention to 
prevent undue anxiety for the new teacher. 
The objectives relating to the profession are im­
portant for the professional growth of new 
teachers. 
(l) The underlying objective relating to the pro­
fession is to increase the professional 
competence of the teacher. 
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(2) New teachers need an introduction and exposure 
to the teachers' professional organizations 
and learned societies. 
(3) Professional ethics need to be explored and 
explained for new teachers. 
(4) We need to "practice what we preach" in that 
induction programs are tailored to the individ­
ual inductee. That is, the induction program 
should aid the individual for the good of the 
person and the profession and not for the sake 
of discharging some administrative function. 
(5) New teachers should be helped to analyze their 
own strengths and weaknesses. 
Planning for an induction program 
1. To be most effective, planning for Induction should be 
a continuous, on-going proposition. 
a. The plan for the induction program should be based 
on the best research possible. 
b. The induction planning committee should include 
representatives from all levels of the instruction­
al staff. 
c. Care should be taken to include the ideas and 
needs of the Inductees. 
d. _ As the planning committee changes, an effort should 
be made to incorporate a system of hold-over mem­
bers to insure continuity. 
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2. Time must be made available for the planning process. 
3. Evaluation of each step of the induction program must 
be planned to insure that evaluation takes place. The 
induction program should be revised, if necessary, in 
light of the evaluations. 
4. Assign, or in some way establish, a "buddy" teacher to 
help guide the new teacher during their first year. 
Give these "buddy" teachers some training in their Job. 
5. The induction program should be planned to begin no 
later than the initial contact and extend at least 
throughout the first year of teaching in the school 
system. 
6. The induction program should be organized carefully for 
the most effective utilization of personnel, activities, 
and .information. 
7. The induction program should be planned for systematic 
execution of activities and for effective presentation 
of information in sequence and when needed" the most. 
C. The timing and general activities for an induction program 
are important. 
1. Activities to take place from the initial contact to 
the signing of a contract are: 
a. General information should be given on the school 
and community. 
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b. Before signing more specific information should be 
about the specific position for which the new 
teacher is applying. 
c. Evaluation of this part of the induction program 
should be carried out. 
2. General type of activities to take place before school 
opens are ; 
a. Before a pre-sehool conference: 
(1) Printed material such as teachers handbooks, 
welfare forms, etc. 
(2) Information and help in securing housing is 
important before school opens. 
(3) Evaluate and revise program if necessary be­
cause of the evaluation. 
b. During a pre-school conference a different type of 
information is needed. 
(1) Basic information and essential materials that 
will enable the new teacher to begin the school 
year effectively need to be presented at this 
time. 
(2) Time should be provided for the teachers to 
prepare their rooms for the first day of 
school. 
(3) Evaluation and revision of the program if 
necessary should be accomplished for this 
period. 
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3. Different types of activities usually take place during 
the first semester of school. 
a. A short after-school meeting during the first week 
or two with the new teacher and their supervisors 
is helpful to clear up any immediate problems. 
b. A trained "buddy" teacher should always be close 
by to render immediate first aid for problems 
needing immédiats attention, 
c. A work-shop should be started within the first few 
weeks which has as its major emphasis its related-
ness to the actual classroom situation. For 
example, lesson planning, aids in maintaining 
classroom control, stimulating students to learn, 
evaluation and standards for marking could be 
possible topics. 
d. Re-orientation on the school policies and regula­
tions should permeate all work-shop meetings. 
é. Start a program of observation of veteran teachers 
skilled in the area of the new teachers' Interests 
and needs. 
f. Toward the end of the first semester the new 
teachers should be given the opportunity to eval­
uate himself and compare his image of himself with 
that of the principal. 
g. Evaluate and revise the program as needed in light 
of the evaluation. 
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4. The second semester plans should Include plans that 
will incorporate the new teacher into the school sys­
tem and into the profession* 
a. Have the new teachers come up with an objective 
plan that can be used to pinpoint areas in which 
they would like more knowledge. The teacher needs 
to feel that his efforts are necessary for his own 
professional growth. 
b. Continue the observation begun in the first 
semester, 
c. During this period, a gradual assimilation into 
the mainstream of a full teaching load and duties 
is accomplished. 
d. Stress ways in which the teacher helps to make the 
teaching profession what it is. 
No specific activities have been included in any of the 
above in the hope that each school system will adapt the basic 
plan for induction of new teachers to fit their particular 
needs and desires. Schools should be cautioned against adopt­
ing an induction program just because it works for the school 
"down the road". Each school is unique in the teachers it has 
on the staff and in the new teachers joining the staff for the 
first time. 
